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Foreword

Since 1993, the America Youth Policy Forum

(AY PF) has studied and highlighted strategiesand
reformsthat provide youth with high quality
education and preparation for fulfilling careers. Part
of AYPF smissionisto publicize best practicesin
the education and youth development fieldsto help
policymakers and practitioners makeinformed
decisions. Asanon-partisan professional
development organization, AY PF explores many
options supported by avariety of philosophical
underpinnings. Central to our approach isour focus
on whether positive outcomes are achieved by
young people. Our focus has not been explicitly on
“high performing schools,” “high performing
programs’ or “high performing administrators and
staff” but on high performing young people. We
consider schools, programs, administrators and staff
to be high performing when they have positive
effectson young people.

Understanding thisfocus of AY PF’ swork on high
performing youth provides animportant guideto
using thisvolume. AY PF has spent fiveyears
collecting empirical evidence of youth outcomesand
compiling them into readable volumes. Thisreport
continues our commitment to placing sound
research and evaluation at the service of
policymakersand practitioners asthey wrestlewith
some of America’ smost enduring challenges—
achieving true equality of educational opportunity
and equity in educational outcomes.

In 1997, AY PF published itsfirst compendium of
summaries of evaluations of programsand practices
that were found to be successful in propelling youth
to rewarding careers and postsecondary education,
reducing risky or illegal behaviors, and providing
opportunitiesto youth who had dropped out of
school or were leaving the juvenile justice system.
That report, called Some Things DO Make a
Difference for Youth: A Compendium of Successful
Youth Practice and Programs, was so well received
that AY PF produced a second volume, More Things
That DO Make a Difference for Youth in 1999. In
thiseraof increased nationa attention to academic

achievement, many of the profiled programsin these
two volumes were able to document academic
achievement gains, aswell asother positive outcomes.

Funding from the William T. Grant Foundation
allowed for are-analysisto determine exactly what
the evaluationsin the previous compendiacould tell
us about outcomes rel ated to academic
performance. Thisanalysisispublishedin Raising
Academic Achievement: A Study of 20 Successful
Programs (2000)—jprogramswith both the strongest
achievement gains and the strongest eval uations.
Five of the 20 programs directly addressed the
guestion of minority student success. In particular,
Alliancefor Achievement (nolonger in operation) and
Gateway to Higher Education (currently expanding)
illustrated (1) thelong way minority students<till have
to goto eliminate the academic achievement gap,
becausedespitetheir intellect and initiative, they are
underepresented in higher level courses, SAT test-
taking, collegeenrollment, and other avenuesto higher
achievement; and (2) how much these programs

hel ped increase the numbers of minority studentsat
higher and higher level s of achievement.

AgainwithWilliam T. Grant Foundation support, a
much longer journey was begun to find evaluations
of educational programsthat areworkingtoraise
the academic achievement of minority students. On
thisjourney therewere afew surprises, including
that many well-known programswe had hoped to
document had no evaluations. Often, wefound
evidenceof successfrom other, lesswell-known
programs. We learned of the width of the academic
achievement gap between African American, Latino
and Native American youth and their whiteand Asian
peers, yet were encouraged by the many programsthat
recognized the gap and wereworking hard toincrease
academic achievement for their young people.

Since beginning thisvolume, we have withessed an
escal ating concern about the “ minority achievement
gap.” Some have even called it the education issue
of the new millenniumin policy circlesand the
media. We hope that this volume can help provide

American Youth Policy Forum



viii Raising Minority Academic Achievement

guidance on what works for minority youth to reach
higher level s of academic achievement.

A Few Words about our Focuson Academic
Achievement

This report focuses only on academic achievement,
not on the broader range of indicators of the first
two compendia, such asemployment and earnings
dataand reductionsin risky behavior. Inour
compendia, thefocusison “hard data” primarily to
“prove’ the effectiveness of these programs,
especially to those who are skeptical of softer
measures. Thisdecision coupled with the
presentation of brief summaries of each evaluation,
means that much rich information about other
outcomes for youth may have been omitted.

Inthefirst two compendia, information was
provided on arange of strategies used by
successful programs. The report, Raising
Academic Achievement, narrowed the focus to what
the program eval uations had to say about one set of
outcomes. The current volume narrows the focus
further to academic outcomes for minority
students. Yet, within this academic achievement
category, thefocusis deep, seeking outcomesalong
an optimal pathway of academic achievement we
wish all young people could take.

Itisour hopethat all young peoplewill—

attend school, arrive on time, go to all classes
read at grade level or above
do well in the sciences, mathematics and
technology
persist to high school graduation
be appropriately identified and served for any
special needs
obtain good grades (C or higher)
have access to and do well in academically
challenging courses

+ have opportunities to apply their knowledge
whilein school (through work-based learning
or service-learning)

+ follow a coherent course sequence leading to
postsecondary education

+ take standardized and college entrance exams
(e.g. Sanford 9, California Achievement Test,
SAT, ACT, Achievement, and Advanced
Placement tests) and obtain competitive scores

+ make thoughtful guided decisions about

college attendance and financing

enrall in college

have no need for remedial education in college

sustain academic achievement and good

gradesin college

sustain financial aid (reapply as needed)

sustain college enrollment

graduatefromcollege

and successfully pur sue graduate/professional

school degrees or fulfilling work in their

chosen career.

* 6 o o

I nformation was sought for each level of
educational achievement along this pathway.
Information was al so sought in the youth
development literature about youth that are not in
school, but therewasllittle data on academic
achievement to be found here. There was however,
agreat deal of writing on the topics of minority
over-representation in specia education,
misidentification for special education, under-
representation in gifted and talented programs,
Advanced Placement, Honors and other advanced
classes, and over-representation in thejuvenile
justice and adult penal systems. Theresearch being
conducted on these areas of concern isof great
importanceto theissue of minority academic
achievement. However, summarizing theresearch
on these topics was far beyond the scope of this
report.

Additionally, within the pool of evaluationsthat met
our rigorouscriteria, therewere few that provided
detailed descriptions of the programs evaluated and
the strategiesused. So, whileitispossibleto
identify strategies believed to be effective,
practitionerswishing to implement these strategies
or seeking to influence other types of youth
achievement should use the contact information
provided in each of the program summaries.

American Youth Policy Forum
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Executive Summary

Background

Raising Minority Academic Achievement: A
Compendium of Educational Programsand
Practices reports on a 22-month effort to identify,
summarize and analyze eval uations of school and
youth programsthat show gainsfor minority youth
across abroad range of academic achievement
indicators, from early childhood through advanced
postsecondary study.

Purpose

The purpose of thisreport isto inform policymaking
and funding decisions by providing easy-to-read,
accessible, concrete, research-proven evidence of
academic achievement gainsfor minority youth and
information on successful program strategies. The
report also aimsto provideinformation that

researchers, practitioners (school administrators,
youth program directors, teachers, counselors,
youth workers), families, community membersand
young people can useto evaluate, design,
implement and advocate practices shown to be
effectivein raising minority academic achievement.

Programs

An exhaustive search of journals, research
databases, and other sourcesyielded over 200
documents pertaining to education programs. To be
included in the report, these documents had to use
sound methodology and have measurable academic
achievement dataon racial or ethnic minorities.
Those documentsthat met the criteriafor inclusion
were summarized in threeto five pagesand
subjected to areview processthat resulted in 38
being chosenfor final inclusion:

s
Abecedarian Program — Chapel Hill, NC

Advancement Via Individual Determination (AVID) —
nationwide

Alaska Onward to Excellence & Alaska Rural Systemic
Initiative — AK

Boys & Girls Clubs of America — CA, FL, NY, OH, TX

Calvert — Baltimore, MD

Career Academies — nationwide

Chapel Hill-Carrboro City Schools —NC

Chicago Arts Partnership in Education — Chicago, IL

Chicanos in Higher Education — nationwide

Child-Parent Centers — Chicago, IL

City Schools — nationwide

Class Size: Project SAGE — WI

Class Size: Project STAR — TN

Class Size Reduction — CA

Compact for Faculty Diversity — nationwide

Dare to Dream — FL, IN, MN, TX

Emerging Scholars Program — nationwide

Equity 2000 — CA, MD, RI, TN, TX

Gateway to Higher Education — New York, NY

GE Fund College Bound —in 12 states

Head Start & African American Children — nationwide

Head Start & Latino Children — nationwide

High School Puente — CA

High Schools That Work — in 23 states

High/Scope Perry Preschool — Ypsilanti, Ml

Historically Black Colleges and Universities — in 20 states

| Have a Dream — Chicago, IL

KIPP Academies — Houston, TX & Bronx, New York

Project GRAD — CA, GA, NJ, OH, TN

Puerto Rico Louis Stokes Alliance for Minority
Participation — PR

Sacramento START — Sacramento, CA

Sponsor-A-Scholar — Philadelphia, PA

Success for All — nationwide

Texas District-Wide Initiatives — TX

Tribal Colleges —in 10 states

Upward Bound — nationwide

Urban Elementary Schools — GA, IL, MA, MD, MI, TX, WI

Vouchers —DC, NY, OH

J

American Youth Policy Forum



X Raising Minority Academic Achievement

Outcomes

+ Early Childhood—Evaluation findingswere
particularly strong and positive at the early
childhood level. When compared to control
groups, minority children who attend early
childhood devel opment programsare more
likely toremainin school, complete moreyears
of education, and requireless special education.

¢ Elementary Through Middle School—The
elementary through middle school evaluations
were amost exclusively focused on test scores.
In most cases, improvementswereincremental
and even where minority academic achievement
increased, the disparitiesin achievement
between minority and white youth were highly
apparent. Texasis probably the only state
where achievement gaps between minoritiesand
white students are being halved or cut even
more. However, Texas students are measured
on passing rates on only aminimum
competency test. The question of whether
higher levelsof achievement areeventually
reached remains unanswered.

+ Didtrict or State I nitiatives/K-12—The report
reviewsseveral district or stateinitiatives,
including class size reduction and voucher
studies. Additionally, reformsin Texas, North
Carolinaand Alaskaarereviewed. These
evaluations tend to focus more on increased
attention to accountability than on specific
strategies used to increase minority academic
achievement.

¢ High School/Transition—Because they focus
on more than test scores, the high school/
transition programs offer abetter perspective of
what isactually happening with their minority
students. Among the positivefindingsfrom
these programs were one or more of the
following: increased high school graduation,
more high school creditsearned, higher GPAs
earned or maintained, more college prep and
Advanced Placement coursestaken, increased
enrollment in higher level mathematicsand

science classes, more coll ege entrance exam-
taking and higher scores, lessneed for
remediation in college, higher levels of college
enrollment at two- and four-year colleges,
higher levels of college retention and
graduation, and continuation in science-
related majors or professions. Successisa
relative word for most programs. Students
may be entering college at a higher rate but
their GPAs may be similar to peersin regular
classrooms, or more students may be enrolling
in academically challenging coursesbut also
failing these coursesin higher numbers.
Evaluations of Upward Bound, Soonsor-A-
Scholar and Career Academies show that
improvementswere most significant for those
with higher risk of school failure and/or lower
initial expectations, especialy asthey stayedin
the program longer and participated more
intensely. However, selective programs, such
as Gateway for Higher Education and High
School Puente, a so indicate that high achieving
students can perform at still higher levelswhen
challenged.

+ Postsecondary—Fewer quality evauations
were available at the postsecondary level with
data disaggregated by race or ethnicity. The
postsecondary programsincluded in the report
show African American, Latino and Native
American youth succeeding in demanding
careersand postsecondary education.
However, their numbersare still quitesmall.

Strategies

Theschool initiativesand youth programsincluded
inthisreport provide concrete examples of efforts
to increase achievement for minority youth.
However, no “magic bullet” was found, that is, no
one strategy was found to guarantee program
success. Rather, it isrecommended that
practitionersimplement acompr ehensive set of the
following strategiesand continuously evaluatetheir
effects. Theten most frequent strategiesidentified
inthisreport arelisted below from most to least
frequently cited in the program eval uations.

American Youth Policy Forum
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Program quality. Quality of implementation,
|eadership and accountability are three essential
components of effective strategiesthat help
ensure high program standards.

Academically demanding curriculum. All
early childhood programsincluded in thisreport
provide preschool-aged children with
challenging educational activitiesthat are also
developmentally appropriate. Concernwith
challenging curriculawas equally apparent in K-
12 programs.

Professional development. Many of the
evaluationsreport professional devel opment
activitiesincluding staff orientation, summer
sessions, ongoing training during the school year
and/or when changesin curriculum or school
structure areimplemented. Programsthat rely
on tutors or mentors offer them training and
supervision.

Family involvement. Approximately 40% of
the evaluationsreport activitiesgeared toward
improving communication with families, or
increasing family involvement with the
programs. Although such effortsare concentrated
oninitiativesfor young children, at least two high
school programsasoincludeactivitiesto promote
greater involvement of families.

Reduced student-to-teacher ratios. Many
programs showing academic gainsfor minority
studentsinclude arange of strategiesto reduce
student-to-teacher ratios, including smaller
classes, small learning communities, teacher
aides, team teaching, tutoring, mentoring and
other ancillary supports.

I ndividualized supports. For studentswho are
struggling academically, individualized support
may bethe difference between falling behind
and moving ahead. Many programsutilize
community members, college students,
employers and other groups astutors and
mentors to address the academic needs of
specific students, or offer support, feedback
and encouragement.

+ Extended learning time. Several programsuse
longer school hours, extraschool days,
Saturday and summer coursesto provide
studentswith morelearning time.

¢ Community involvement. Several programs
involve communities, bothindividuasliving
closeto the program and the larger community
such asemployers, museums and artists.
Community participation takesmany forms, from
reinforcing cultura traditionsand knowledge, to
advocating for improved academic achievement of
minority students, to offering work-based learning
opportunitiesfor students.

+ Long-term (multiple-year) supportsfor youth.
Several programsencouragelong-term, stable
rel ationshi ps between participants and
knowledgeable adults, from two tofiveyearsin
most cases.

+ Scholarshipsand/or financial support.
Several K-12 programs offer financial help to
studentswho demonstrate high academic
performance.

Recommendations

Based on AY PF sreflections on the reported
evaluations, following are actions policymakers,
practitioners, researchers, parents and community
members can taketo improve minority academic
achievement.

1. FocusonImproved Academic Achievement and
Outcomesfor All.

+ National leaders should continueto build
consensus around acceptable achievement
gains and require that these gains be shown for
all student groups. National attention should
focus on achievement differencesamong the
statesand waysto eliminate these differences.

¢ States should create benchmarksfor
improving academic achievement for all
student groups and provide resourcesfor
school districtsto attain those benchmarks.

American Youth Policy Forum
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States and school districts should support and
maintain high quality leadership and ensure
the adequate implementation of programsto
enhance minority academic achievement.

School districts and schools should expect
high achievement from all students and
provide academically demanding curriculathat
are meaningful and available across schoolsand
gradelevelsto bring all studentsto higher levels
of knowledge and achievement.

States and localities should develop a multi-
layered “ check” of achievement using a
variety of test measures, such as NAEP, state-
mandated tests, Stanford-9 or ITBS; and aso
useindicatorsthat provide abroad perspective
about students, such as classroom-based
assessments, attendance, behavior (disciplinary
incidents), course enrollment and passing rates,
types of courses completed and graduation
rates, among other measures.

School districts and schools should provide
professional development and support to
ensure that teachers (and other involved adults,
as appropriate) have adeep understanding of
curriculum, arefamiliar with innovative
instructional methods, and have knowledge and
interpersonal competencewith cultures other
than their own.

Schools should provide students, familiesand
communities with specific information on
what constitutes high academic standards and
support their expectationsfor excellenceinthe
educational system.

Families, youth advocates and communities
should hold schoolsaccountablefor high
|levels of achievement for all students, reinforce
academic skillslearned both at home and at
school, and ensure that every child hasan
advocate outside of the school system or

program.

2.

Statesand L ocalities Should Providethe
Necessary Supportsto Ensure Student Success,
including:

Reduced student-to-teacher ratios. A range of
strategies should be employed by schoolsand
programsto provide more personal teaching and
learning environmentsto foster higher level s of
academic achievement. These strategies may
include smaller classes, small learning
communities, teacher’s aides, team teaching,
tutoring, mentoring and ancillary supports.

Extended learning time. To accelerate and
reinforce student learning, programs should
encourage or require additional timeand
opportunities (such aslonger days, weekends
and summer courses).

Long-term supports. Programs should
encourage student participation over an
extended time (two years or more) to create and
sustain stabl e rel ationshi ps between participants
and knowledgeabl e adults, and to hel p youth
make successful transitionsasthey progressup
the educational |adder.

Scholarshipsand/or financial support.
Programs should providefinancial support to
youth as needed to motivate participation and
persistencein quality educational experiences.
Programs should al so provide continual
guidance to youth and monitor the impact of the
funds on student achievement, retention and
graduation.

Start Early, Don’t Stop.

National leaders, states and school districts
should prevent minority studentsfromfalling
behind by expanding early childhood programs
and providing continuous guidance and supports
through the elementary and high school years.

National leaders, states and school districts
should boost effortsto increase minority
students' entry into and graduation from
postsecondary education.

American Youth Policy Forum
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A Note on Educational Research

Theintroduction to Section |1, in which the
Evaluation Summariesare presented, describesthe
obstacles and discoveries a ong the way to selecting
the 38 evaluationsincluded in thisreport.
Observations garnered from thework of creating
thisreport includethefollowing:

+ Finding useful evaluations of educational
programsisadifficult task, particularly when
criteriafor assessing quality are used.

+ Themost useful research is based on simple but
methodol ogically sound design and provides
information that is clear and easy to understand.

+ Without rigorousresearch, program
practitioners may be perpetuating failing or
mediocreinterventionswhoselong-term
consequences are costly to young people and

society.

+ Disaggregating datafor analysisisessential to
highlight areasthat requireimprovement, as
well as areas of proven success. Programs that
claim overall successwithout disaggregating
their datamay be helping one group of students
while masking the low achievement of other

groups.

+ Evaluationsfrequently “ spin” resultsinto
“success’ or hidelessthan successful results,
rather than present athoughtful and balanced
analysis of what worked and what did not.

Based on the experience with thisand the previous
compendia, recommendationsfor improving
educational research inthearea of program
evauationinclude:

+ Alarge-scale, national and comprehensive
educational research agenda should be
devel oped to (a) determinewhich strategiesand
policies haveresulted in the most benefit, for
whom, and at what cost, (b) provide guidance
to evaluators on what type of research would be

most useful to policymakersand practitioners
and (c) provide guidanceto practitionerson
how toinitiate and use program eval uation.

¢ Publicand private funding sources should
requireand support high quality program
evaluationsand utilizefindingstoimprove
policy and practice.

+ Data should be disaggregated by race,
ethnicity, limited English proficiency,
disability status, gender and poverty level and
be made publicly accessible to researchers,
educators, policymakers, familiesand the public
at large.

+ Researchersshould look into a range of
achievement indicatorsincluding, numbers of
students enrolled and dropping out, attendance,
test scores, GPAs, graduation, suspensions,
expulsions, and special education referrals.
They should also trand ate their findingsinto
languagethat isaccessibleto policymakers,
practitioners, educators, familiesand students,
so that research findings can be translated into
more effective education policiesand practices.

Conclusion

At amost every educational level, schoolsand
community-based programs acrossthe country are
reporting good news about the academic
achievement of the minority studentsthey are
serving. Although gapsoveral aretill large, and
most reported achievement gainsare small, these
programs have proven thereisevery possibility of
succeedinginraising achievement for all.

I mplementing the recommendati ons above could
help the nation move beyond afeeling of

hel plessnessregarding achievement gaps by
providing specific information on program design
and strategies about “what works” to enhance
academic achievement. Thelarger challengeis
creating the national will to set in place
mechanismsthat will eliminate differencesin
academic achievement among students correl ated
with race or ethnicity.
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Overview & Research Note

Overview

Raising Minority Academic Achievement: A
Compendium of Education Programs and Practices
isthe culmination of a22-month effort to identify,
summarize and analyze eval uations of school and
youth programsthat show gainsfor minority youth
across abroad range of academic achievement
indicatorsfrom early childhood through advanced
postsecondary study.

The purpose of thisreportisto inform policymaking
and funding decisions by providing easy-to-read,
accessible, concrete, and research-proven evidence
of academic achievement gainsfor minority youth,
and information on successful program strategies.
Thereport also aimsto provide information that
researchers, practitioners (school administrators,
youth program directors, teachers, counselors,
youth workers), families, community membersand
young people can useto evaluate, design,
implement and advocate practiceseffectivein
raising minority academic achievement.

Thisreport isdivided into two major sections.
Section | contains four chapters. Chapter 1

provides background and summary dataon minority
academic achievement and, asthetitle suggests,
raisesthe question, isthere—Achievement for
All? Chapter 2, Measuring Academic
Achievement, introduces the 38 education
initiatives summarized in Section |1, and describes
the measures and level s of academic achievement
for minority youth reported by evaluators.
Chapter 3, The Search for the “ Magic Bullet,”
describes the most prevalent strategies used by
programsin which minority youth made
significant academic achievement gains. Chapter
4, Moving Forward, provides recommendations
based on the report’sfindings.

Section 11 containsthe 38 three- to five-page
summariesof program evaluationsand studiesin
alphabetical order. The summaries are preceded by
an introduction, A Journey Through Educational
Research, which reflectson thedifficulty of finding
evaluations meeting the criteriafor inclusion and
makes several observations regarding educational
research. The Glossary defines research terms used
in the report.

Research Note

Followingisadetailed description of the processby
which AY PF chose the 38 educational initiatives
that appear in thisreport.

1. AcceptanceCriteria
At the outset of this project, asearch was set in
motion to collect evaluations of programsand
initiativesaimed at improving the academic
achievement of minority youth. Before
initiating the search, the editorial team
established thefollowing criteriato guidethe
acceptance of documents:

+ Population — The evaluations had to
contain dataon racial or ethnic minoritiesas
defined in the adjacent box.

~
In this report, the term “minority” is used to

identify racial/ethnic groups in the United
States other than whites of European origin.
The report uses the U.S. Census terminology
for “minorities” including African Americans,
Asians/Pacific Islanders, and Native
Americans/ Eskimos, but adopts the broader
category “Latinos” rather than “Hispanics.” In
addition, Asians/Pacific Islanders has been
shortened to “Asians” and Native American/
Eskimos to “Native Americans” except in the
summary of the Alaska Rural Systemic
Reform program. The terms African American
and Latino are used in this report even when
evaluators used the terms Black or Hispanic.
Although an effort was made to cover all
groups, more information was found on African
American and Latino youth than on other
minority populations.

- J
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Measurements — The studies had to include
measurable (quantitative) datarelated to
academic achievement of minorities.
Preferably, they would present a set of
measuresincluding: school attendance;
grades; credits compl eted; test scoreson
state mandated tests and/or national
achievement tests (such as SAT, ACT,
Achievement Testsand Advanced
Placement Tests); high school graduation,
college access, retention, and receipt of
undergraduate and graduate degrees.

Methodol ogy — Since expected findingswere
quantitative, theevauationsshould adhereto
accepted standardsfor quantitativeresearch.
Therefore, thefollowing requisiteswere
delineated: (a) research design—experimental
or quasi-experimental, pre- and post-
treatment, and longitudinal studies; (b)
research period —the study should cover at
least one school year; (c) researcher —
preferably independent, that is, not directly
associated with the program’ sfunding source
or implementing organizationto avoid bias; (d)
sample—randomized sampling procedures,
control and comparison groups should be
matched to the treatment group by
demographicsand leve of academic
achievement; and (e) the datashould be
andyzed Satidtically with levelsof sgnificance
not to exceed 5% (for discussion about the
methodology used intheevaluations, see
Section 11, Introduction).

Period—Preferably, programsand initiatives
should be current. For thisreason, the search
waslimited to eval uations conducted within
the past fiveyears, with two exceptions:
ongoing longitudina studies, suchasthe
Abecedarian report, and studiesthat are still
frequently citedin discussionsof initiatives,
such asthe Tennessee STAR research.

Scope — In adeparture from previous AY PF
compendiadedicated solely to successful
programs and practices, we decided to
include studiesof large, well-known

programs and relevant federal initiativesthat
fit these criteria, evenif they had mixed or
negativefindings. Another group of
acceptable studieswere qualitativeresearch
that provided avoiceto minorities on the
factorsthat they saw asinfluencing their
academic success.

2. Search Strategies
The search for evaluationsincluded the
following sources:

*

Large databases, including the
Educational Resources Information
Center (ERIC) and library collections.

Internet search of over 50 associations
and research centers dedicated to
education and minorities.

Direct contact with program coordinators,
policymakers, funding officers, and
researchers.

Distribution of flyersrequesting
evaluations during forums, conferences
and similar events.

A request for evaluations posted at the
AY PF web site (http://www.aypf.org).

The search also relied on the expertise of the
project’s Advisory Board to indicate relevant reports
and researcherswho specialized in thisfield.

3. TheReview Process
Thewritten summaries passed through areview
processdivided into four steps:

*

Internal review — The editorial team
reviewed all summaries, making comments,
and suggesting changes or documentsto be
eliminated.

External review — The summaries approved
inthisfirst review were then sent to an
external reviewer to assess once morethe
quality of theresearch, propose
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improvements, and suggest further
elimination of weaker documents. Atthis
stage, members of the Advisory Board also
had the opportunity to read the summaries
and make comments and suggestions.

Researchers’ review — After another round
of editing, the summarieswere provided to
all the program evaluators and directorsto
review for accuracy.

+ Final review — The AY PF directors and the
editorial team read the summariesonce
morefor final editing and approval.

Of the more than 200 documents reviewed, 38
madethefinal cut. Althoughthisreportisa
collaborative effort, it should bereiterated that the
final decision on which summariestoinclude and
the opinions expressed in thereport arethe sole
responsibility of AY PF.

American Youth Policy Forum



4 Raising Minority Academic Achievement

Chapter 1: Achievement for All?

Schooling isatop concern of many Americans,
including the subject of presidential and legidative
debates. No matter how wide ranging theissue, the
overriding questionis. “How can weraise academic
achievement?’

Thisquestion has been approached with increasing
gusto since the 1983 A Nation at Risk? report
decried “mediocrity” in education and has
intensified after resultsfrom the Third I nternational
M athematics and Science Study (TIM SS) showed
U.S. studentstrailing students from other devel oped
nations. The reaction has been aheightened interest
in testing student achievement and aflurry of
education reforms, many of which have not been
subjected to strict analysisand rigorous eval uation.

We know from a number of indicatorsthat progress
isbeing madein advancing academic achievement
in American schools. 1n 2000, Do You Know the
Good News about American Education? reported
positiveinformation about our public schools,
including decreasesin high school dropout rates;
increasesin the number of studentstaking more
challenging courses; improvementsin mathematics
and science achievement; increased SAT and ACT
test scores; more studentstaking Advanced
Placement classes; more students going on to higher
education; and more Americans completing four-
year college degrees.?

However, there is evidence that these gains are not
evenly distributed across populations of students.
Arehigher averageindicators hiding pockets of low
performance or large gapsin achievement? While
thisquestion isrelevant to many categories of
students (e.g. across gender, socio-economic status
and disability status) the focusof thispublicationis
onracia and ethnic minorities.

Are we keeping the promise?
In effect, A Nation at Risk set the bar of high

achievement—" Our goal must beto develop the
talentsof all totheir fullest.” It also provided the

cavest: “that apublic commitment to excellence
and educational reform must [not] be made at the
expense of astrong public commitment to the
equitabletreatment of our diverse population.”
Finaly, it honed in on the repercussions of failureto
includeall young peoplein these elevated
expectations. The concern with excellencewas
maintained in the educational |egid ation that
followed, including the Goal s 2000: Educate
American Act, the Improving America’s Schools
Act and others. States have aso enacted |egislation
requiring high standardsfor all studentsand more
accountability for public schools.

The questionis, are we keeping the promise?—a
promise echoed over and again in challengesto
“leaveno child behind” and reflected in the
collective voice of many education |eadersthat
minority academic achievement may be the most
important educational and social issue of the
century.®

Despite the encouraging stati stics on educational
achievement for young peoplein the aggregate,
thereisno denying that, for the majority of African
American, Latino and Native American youthin the
United States, the educational systemisnot fulfilling
itspromise. Infact, when datais disaggregated by
race or ethnicity, disparities appear. Assessments of
kindergartenersalready show that African American
and Latino children are over-represented in the
lowest quartiles of achievement tests.*

Asminority children movethrough their school
years, the differences persist. For the past 30 years,
minorities (except for Asians) have scored
consistently lower than whiteson all National
Assessment of Educational Progress (NAEP) tests.®
For instance, the average 1975 NAEP reading
scoresfor 9-year-old African American and Latino
students were about 30 pointslower than the
average scoresfor white students. After some
improvement in the early 1980s, the gap in 1996
increased again, asshownin Figure 1. For 17-year-
old students, the 1980s represented a period of
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Fig. 1 - Average NAEP reading scores

of 9-year-old students

by race/ethnicity: 1975-1996
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Fig. 2 - Average NAEP reading scores
of 17-year-old students by
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improvement, with gapsin average scoresbeing
reduced by 40 pointsfor African Americansand
morethan 20 pointsfor Latinos, but again falling,
although less sharply, inthe 1990s (Figure 2).

It istrue though that more Americans are graduating
from high school now than 30 years ago, and the
graduation gap between white and minority students
has narrowed significantly. In 1971, 82% of whites
intheir mid-twenties had graduated from high
school compared to 59% of African Americansand
48% of Latinos. In 1999, white and African
American high school graduation rateswere much
closer at 93% and 89%, respectively. However, the
Latino high school graduation rate still lagsfar
behind both white and African American high
school graduation rates at 62%.°

Similarly, SAT scoresreveal anincreasein minority
academic achievement in recent years, yet agap
remains. Thegapislargest for African American
students, whose mean scores on the math and
verbal sectionsof the SAT are approximately 100
points lower than the mean score of white students.
L atino and Native American students have less of a
gap, between 45 and 75 points lower than the mean

score of white students. Asian students outscore
white students by 35 points on the math test, but
have a mean that is about 30 points lower on the
verbal test.’

Although college accessfor minority students has
increased in the past 30 years, an achievement gap
still remains. Between 1971 and 1999, the
percentage of white high school graduateswho
completed abachelor’sdegree or higher increased
13%, from 23.1% to 36.1%. In this same period,
theincreasewasonly 5% for African Americans,
from 11.5% to 16.9%, and 4% for Latinos, from
10.5%t0 14.4%.8 AsFigure 3indicates, in 1999
whitesweretwiceaslikely to obtain abachelor’s
degreethan their African American and Latino
peers. Asiansout-performed all other subgroupsin
the compl etion of postsecondary degrees, except for
the associate’ sdegree.

In summary, minority youth have showed steady
gainsin many academic indicatorsin the past
decades, but they still have along way to goto
reach parity with their white peers. Explanations
about the reasonsfor this discrepancy are many and
agreementsarefew. On average, minoritiesare
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Fig. 3 - Percentage of population 25 years
and older with postsecondary education by

race-ethnicity (1999)
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starting from much lower baselines, at least in part a
reflection of long years of segregation and
discrimination. Inequalitiesinincome, school
resources, and the quality of teachers have also
been frequently cited. A discussion onthe many
theories about the academic achievement gapis
beyond the scope of this report. However, asthis
publication shows, when programs and policies
emphasi ze academic achievement and provide
quality supports, minority youthriseto the
occasion.

Master's

Why is minority academic achievement
such an important issue?

Although non-L atino whites constitute more than
70% of thetotal U.S. population,® the term
“minority” disguisesthefact that the proportion of
non-white studentsin America’spublic schoolsis
rising and already representsthe majority of
studentsin many localities. AsFigure4indicates,
between 1972 and 1998, the proportion of minority
studentsin public schoolsincreased from 22%to
38%. For Latinos, the proportion morethan

doubled from 6% to 15%. Enrollment varies
according to regions and in the West and South
minoritiesalready constitute 47% and 45% of the
student population. Theincreasein the proportion

of “minority” youth meansthat the prosperity of the
nation will beincreasingly dependent onthe
knowledge and contributions of minority young

people.

From speculations about our nation’s poor
performance oninternational tests of knowledgeto
areal lack of skilled workers, it isincreasingly
apparent that every American counts. Asthe
United States turns overseas to recruit more and
moreworkersfor highly skilled job openings, we
abandon our own undereducated youth at our own

peril.

Moreover, failureto deliver on the educational
promise only alienatesyoung peoplefrom schools
and other sociad institutions. For example, asKati
Haycock, Director of Education Trust comments,
“Many young people aretotally undone by the gaps
between high school and college. They do
everything their high schoolstell themtodoto get a
diploma. But when they show up at even the local

( Fig. 4 - Percentage of public school )

students enrolled in grades K-12 who are
minorities by region. October 1972-1999.
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community college, they do not have the knowledge
and skillsnecessary to begin credit-bearing courses.” 1

Over-represented among the poor, minority youth
are often in schools with the fewest resources, the
least qualified teachers, and theleast challenging
curricula. Low-level achievement leadstoless
prestigious employment, lower wages, and poorer
housing conditions served by the poorest schools.
Thiscycle, well known to many minority families,
further contributesto afeeling that school haslittle
promisefor change.

New research ismore hopeful that decreasing the
educational gap between racial and ethnic minorities
and white Americanswill reduce economic gapsas
well. In 1972, Christopher Jencks argued that
reducing educational inequalitiesin Americawould
not reduce economicinequalities. However, in
1998, thefindings of Jencksand Meredith Phillips
suggest that due to the progress Americahas made
on other social reforms, particularly inthe
workplace, the effect of increasing minority
academic achievement on earningsand other
measures of social equality would be more
substantial thanin 1972. On thetopic of the
academic achievement of African Americans, they
found that “the test score gap between blacks and
whitesturned out to play amuch larger rolein
explaining racial disparitiesin educational attainment
and income than many had realized.” If “racial
equality isAmerica’sgoal,” theauthorswrite,
“reducing the black-white test score gap would
probably do moreto promote this goal than any
other strategy . . .”* Other minoritieswould similarly
benefit from reductionsin the achievement gap.

Where have we documented the gap?

Thefocus on standards and accountability in
educational reform hasled to effortsto disaggregate
dataand sharethe resultswidely. Without this
attention to detail, the public would know less about
thewidth of the minority academic achievement
gap. Accordingto areport from North Carolina,
“thefacts about the ‘ educational condition’ of
minority children have been known by education
leadersfor years. Despite having thefacts, there

hasbeen areluctanceto tell parents, policymakers
and the public the truth about how school s are doing
in educating students of color.” 12

Exposing the gap may force school districtsto
eliminateit. Daniel Domenech, Superintendent of
Fairfax County Public Schools, VA, has stated that
an advantage of Virginia's Standards of Learning
(SOL'’s) has been to pinpoint disparities between
schoolswithin hisdistrict and to help him advocate
for resourcestargeted to the areas of greatest
educational need.’® Also, thetrend towards
collecting, disaggregating and sharing datahas given
anew empowering tool to youth, parents and
community membersin demanding better school
experiences and outcomes. For thefirsttime,itis
apparent exactly how much minority children are
denied.

While some states have collected enrollment data by
race/ethnicity for years, most arejust beginning to
grapplewith the extent to which educational
inequitiesremain. Texaswasthefirst to report
achievement data publicly and require that schools
show achievement gains not only for the student
population asawhole but a so for each subgroup.

In addition, 2000 was thefirst year in which the
federal Title| compensatory education programs,
designed to addressthe special needsof childrenin
high poverty schools, required all statesto collect
and publicly report disaggregated achievement data
by race and ethnicity.** Individual Titlel school
administrators and teacherswill be held accountable
for ensuring that each racial/ethnic group aswell as
the school asawholeismaking significant
educational progressagainst some external standard
(usually astandardized test based on state standards
of learning).

Asschool districts continueto disaggregate and
make public their achievement data, acomplex
picture of educational differencesisemerging,
wealthy well-resourced suburban communities have
been “shocked” to discover that evenin their
comfortable middle and upper-middle class
communities, with ameasure of economic equality
and high achievement on averagefor their youth,
goals of academic achievement for all have not
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been met. For instance, a suburban New York
school district, with areputation for diversity and
tolerance, hasrecently released statistics
disaggregated by race. The dataled parents,
African American and white, to accuse the school
district of systemic segregationincluding steering

African American students away from honors

courses and into special education, disciplining them

at disproportionate rates, and allowing their test
scoresto lag far behind those of whitesfor a
decade.®

-
Raising Academic Achievement vs.

Reducing the “Achievement Gap”

Much of the discussion on raising the academic
achievement of minority students focuses on
reducing the “achievement gap” between white
and Asian students, on one hand, and African
American, Latino and Native American students,
on the other. For non-Asian minority students, a
policy that focuses solely on closing the
achievement gap has several pitfalls:

First, gaps may close because the performance
of higher achievers falls, and equity is achieved
through the lowest common denominator.

Second, gaps may stay the same because the
performance of all groups increases. Or, gaps
may also increase, because even though all
groups perform better, the program has a
stronger impact on high achieving groups. For
example, the GE Fund College Bound program
was successful at raising the college enroliment
of all students, but white students experienced
greater gains. Though this was a positive
outcome, it actually increased the college
enrollment gap between white and African
American participants.

Third, focusing on reducing the gap in one state
may obscure pronounced academic achievement
differences between states. For instance, using
2000 NAEP data, reducing the 25 point gap
between Latino and white students in California
would increase Latino scores to 227, only 3 points
above Latino scores in Texas, yet still 19 points
below white scores in Texas (see Table). Therefore,
policymakers should work to decrease minority
academic achievement gaps, while also setting high
academic achievement goals for all youth.

é Average scores of students in selected h
states at the 4" grade 2000 NAEP
mathematics assessment

Race/Ethnicity | TX | CA
White 243 | 227
African American 220 | 191
Latino 224 | 202
Asian/Pacific Idl. 246 | 226
Average 233 | 214

Note: A ten point difference in the test corresponds
roughly to one year of learning.

Source:  National Center for Education Satistics,
The Nation's Report Card. 2000 Mathematics
Assessment, Grade 4 Public School Students.
Percentage of Students and Average Mathematics
Scale Score by Race/Ethnicity. Available at http://
nces.ed.gov/nationsreportcard/naepdata/.

J

Fourth, gaps may appear to close because the
focus has only been on the students still in
school, with no regard for the youth who drop out
of the system. Some educators are concerned
that the use of “high stakes” tests as a graduation
requirement may encourage less prepared youth
to drop out of school, thereby removing them
from the test-taking population.

Finally, the idea of raising academic
achievement recognizes the need for changes,
but says little about the overall quality of the
education provided. The challenge is to define
“quality” education and determine the
benchmarks against which students’ performance
will be evaluated. This discussion merits
continued national attention but is beyond the
scope of this report.
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Chapter 2: Measuring Academic
Achievement

This chapter addresses the question of “what is
happening in programsand initiativesthat aimto
improve the achievement of minority youth?” We
discussthefindings of the 38 eval uations chosen for
thisreport, taking ajourney through the school
experience of minority youth, from early childhood
to postsecondary education. Thereport relieson
measures and indicatorsimposed by states, school
districtsor researchers. Their findings are based on
different populations and varying program
objectivesand strategies. Recognizing these
limitations, no attempt is made to create acommon
denominator to define “success’ or to compare
programs among themselves.

Early Childhood Programs

Overview

Thisreport includesfive summaries of four early
childhood programs. The Abecedarian Project and
High/Scope Perry Preschool were experimental
preschools funded in the 1960s and 1970sto serve
low-income, African American children. Bothare
no longer in operation, although the High/Scope
curriculum isused in preschool s around the country.
Child Parent Centers (CPC) isan ongoing Title |-
funded program with multiple sitesin high-poverty
Chicago neighborhoodsthat are not served by Head
Start. Head Start isafedera program established in
1964 as part of the federal government’s“War on
Poverty.” It provides matching fundsto localities
for comprehensive programsthat offer low-income
children, ages 3to 5, with supports and stimuli to
improvetheir chances of academic success.

All summariesdescribelongitudina studiesof
participants. The evaluationsof the Abecedarian
Project, High/Scope and CPC compare program
participantsto matched control groups, following
the two groups through more than 20 years. The
small sample sizes (except for CPC withasample

size of 1500), determined in part by thelongitudinal
nature of the studies, |eave the conclusions open to
guestions. Whileitisdifficult toidentify precisely
what factorsinfluence anindividual’sbehavior over
20 years, the duration of these evaluations offersa
rare view of the potential impact of early
interventions on participants’ lives. Thetwo Head
Sart evaluationsreview ten yearsof national
databases. The 1995 evaluation compares the
impact of the program for African American and
white children, and the 1999 eval uation compares
Latino and white children.

Analysis

Findingsarequitesimilar inall fiveearly childhood
evaluations. When compared to control groups,
children who attended childhood devel opment
programsare morelikely to remainin school,
complete more years of education, and are less
likely to attend specia education. Attending
Abecedarian, for instance, cut in half the likelihood
of participantsreceiving specia education. Lower
graderetention rates are cited in CPC and Head
Sart. The 1995 Head Sart evaluation refersto a
nearly 50% reductioninthelikelihood that a
program participant will repeat agradein elementary
school. Participation in Head Start wasfound to
cut between one-quarter and one-third of the

L atino-white score gap on the vocabulary, math and
reading sections of the Peabody tests.

Thisimproved schooling may partially explainthe
positive social and work outcomesfor program
participants. High/Scope and CPC evaluations
report adeclinein arrestsfor youth who attended
early childhood programs, while High/Scope and
Abecedarian report that participants, now in their
twenties, have more skilled, better paid jobs. (CPC
reports that men benefit more than women.)
According to the CPC evaluation, longer attendance
produces stronger results.
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In contrast to long-term gains reported in the High/
Scope and Abecedarian studies, the 1995 Head
Sart evaluation found adeclinein the academic
gainsof African American children after leaving the
program. The benefits gained from Head Sart
weregradually lost and, by ageten, African
American participantsretained no gains, whilewhite
participantsstill retained an overall gain of five
percentage points. The evaluators hypothesizethat
differencesin the two sub-groups of children explain
thelossof gains, since African American childrenin
Head Sart are morelikely to be poor, livein poorer
nei ghborhoods and attend schoolswith fewer
resourcesthan their white peers.

Criticscontend that eval uations of early childhood
programs have biased samples, since parentswho
taketime and effort to enroll their childrenin these
programs are already more involved than parents of
children outside the programs. Thismay betrue,
althoughitisaleaptoimaginethat all childrenwho
arenot in early childhood programs have
uninvolved or uninterested parents. Many reasons
affect a parent’s decision not to use an early
childhood program, from lack of programs near
their neighborhoodsto cultural tradition. Asthe
1999 Head Start evaluation found, Puerto Rican
children who remained home did better in school
than those who went to Head Start or other
preschools. Remaining homein this case was not
an indication of inadequate parental motivation or
involvement with thechild. Truerandomized
control-treatment groups bypassthis discussion, but
such groupsaredifficult to defineinred life. Itis
alsotruethat early childhood programs can only do
so much for anindividual’slife and that many other
factorswill contribute to one’s success or failure 20
yearslater.

Even with such caveats, the evaluations of early
childhood programs show astrong pattern: such
programsincrease the chancesfor low-income
children, including minority children, todowell in
school and inlife. Ineducation, asin the health
carefield, investingin preventionisacost-effective
strategy. However, as no health care system can
rely solely on preventive care, no education system
can be satisfied without good K-12 schoolsto

maintain and expand the educational gains of the
early years.

Elementary Through Middle School
Programs

Overview

Themajority of evaluations focused on the early
elementary years, with only afew presenting data
for gradessix to eight. After-school programswere
included in the search for evaluations, but for most
of them, academic achievement was only aminor
focus of abroader social mission, mainly to offer
children asafe and supportive environment. Two
after-school programs had evaluationswith enough
data on academic achievement and strong enough
methodol ogy to justify their inclusion in thisreport:
Boys and Girls Clubs of America (B& GCA) and
Sacramento START.

B& GCAisaprivate, not-for-profit organization with
clubsnationwide. The evaluation focused on an
academic enrichment program offered to school -
aged childrenwholivein public housing projects.
The program showed statistically significant
increases on avariety of measuresfor program
participants. During the 18-month evaluation,
participants school attendancerates nearly doubled
and their average gradesincreased from threeto six
pointsin different subject areas, whilethe
comparison groups showed adeclinein both
measures in the same period. Sacramento START is
an after-school enrichment program for elementary
school childreninlow-income neighborhoods
financed by the City of Sacramento, CA. The
evaluation used school district dataand matched
comparison groups. It showed someimprovements
for all students, with striking improvementsin test
scores for students who had started the program
with thelowest grades.

Among the school programsincluded inthis
category, Calvertisatraditiona, highly structured
elementary school program transplanted from a
predominantly white, middle-class private school
into an all-African American low-income public
school in Baltimore City. The evaluation usesapre/
post-treatment design with three cohorts. Beforeits

American Youth Policy Forum



Raising Minority Academic Achievement 11

implementation, no first gradein the public school
had scored above the second quartile on the
Maryland statetests. Threeyears|ater, the
percentage of students scoring above the second
quartilewas 42%. For third graders, only 6% had
scored in thethird quartile before the program; one
year later, 38% of the students had reached this
quartile. The program’s 97% attendance rate was
among the highest inthe city.

The Chicago Arts Partnership in Education
(CAPE) proposes aninnovative approach tolearning
that involvesartsin all subjects, taught by teams of
teachersand artists. The program targets low-
income K-12 schoolswith large numbers of African
American and Latino students. Theevaluators
found a50% increase in sixth grade scores on the
lowa Test of Basic Skills (ITBS) and nearly atwo-
year increasein thereading level of ninth graders, as
measured by the Test of Achievement and
Proficiency (TAP) for CAPE students between
1992-1998.

KIPP Academies are charter schools that serve low-
income African American and Latino studentsfrom
gradesfiveto nine. The academies offer a
curriculum that focuses on “ high standards” and
college preparation. Withintwo years, the passing
rates on the Texas Assessment of Academic Skills
(TAAS) for KIPP studentsin Houston, TX,
increased from 33% in mathematics and 63%in
reading to approximately 100%. TheKIPP
Academy in the Bronx, New York, has been
frequently rated the highest performing middle
school inthe areain terms of average attendance,
reading and mathematics.

Successfor All isareading program that has
become one of thelargest el ementary education
initiativesinthe country. It usessmall reading
groups based on skill level rather than age, one-on-
one tutoring, and a structured school day. Of the
many evaluations of Successfor All, thisreport
includesarecent review of the TAAS database.
Project GRAD isacomprehensive K-12 school -
widereform that usesamix of strategies, including
Successfor All and others. The evaluation focuses
on Texas schools and comparestest scores for

Project GRAD students with studentsin matched
schools. Urban Elementary Schools reports on nine
schools acrossthe country that areincreasing the
scores or passing rates of minority studentson
different tests, including the TAAS.

All three evaluations show increasesin the
percentage of students passing the TAAS. Success
for All students show higher rates of improvement
in comparison to students statewide, and athree-
fourths reduction (from 25% to 6%) inthe TAAS
score gap between African American and white
students from 1995 to 1998 (statewide, the gap was
reduced from 25% to 14%). Project GRAD
doubled the TAAS passing rates, particularly in
math. Inaddition, it reduced disciplinary referrals
by 74%. Urban Elementary Schools describes a
school in San Antonio (Baskin Elementary) that
eliminated the gap in passing ratesfor African
Americansand Latinoswithin four years. Another
school in Houston (LoraB. Peck Elementary)
raised passing ratesfor Latino studentson the
writing section of TAASfrom zero to 90%inthe
same period.

Analysis

Unliketheearly childhood programsthat follow
studentsto the next level of schooling, the
elementary through middle school evaluations
appear more compartmentalized, providing
information only within the elementary through
middle school boundaries. The school adopting the
Calvert Programisshowing incremental
improvementsin the Maryland state test, although
scoresare still below the state' s satisfactory levelsin
all grades and subjects.’* No research on Success
for All wasfound that follows students beyond
elementary school grades. Therefore, it cannot be
determined whether improvement in these test
scoresisreflected in better performance at the high
school level.

In most cases, improvements appear quite modest
whilethedisparitiesin achievement arestriking. Texas
isprobably the only placewhere achievement gaps
between minoritiesand white students are hal ved or
cut even deeper, but these students are being measured
0N passing rates on aminimum competency test.
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Asthereport indicates, many schoolsareworking
hard to improve achievement indicatorsfor all
students and not only aprivileged few. The schools
that areimproving their students’ academic
performance are starting from extremely low levels
and through incremental gains are approaching a
point closer to themiddle. How these programs
affect minority studentswho are already beyond the
middle point isnot clear. Thisobservationisnot a
criticism of those schoolsor their districtsand
states. On the contrary, these schools deserve
kudos and support for making a concerted effort to
rai se the achievement of their students. Moving the
studentsfrom unsatisfactory levelstobasicisa
good start. However, the ultimate objective must be
to bring al students, including minority studentsto
much higher levelsof knowledge.

District or State Initiatives (K-12)

Overview

Amongthelargeinitiativescovered inthisreport are
three statewide projects on reduced class sizes
(Project STARin Tennessee, Project SAGE in
Wisconsin and Class Sze Reduction in California);
the evaluation of three citywide experimentswith
vouchers (Moucher Schools); astatewideinitiative
for Eskimo and Native American studentsin Alaska
Onward to Excellence/Alaska Rural Systemic
Initiative; areview of the statewide accountability
reformin Texas, focusing on four school districts
(Texas School Reform); acompilation of dataon 48
urban public school systems nationwide (City
Schools); and adistrict wideinitiativetoimprove
the academic achievement of African American
studentsin North Carolina (Chapel Hill-Carrboro
City Schoals).

Project STAR was a groundbreaking study on the
impact of reduced class size on academic
achievement, mandated by the Tennesseelegislature
in1985. Theevauationinvolved 7,500 childrenin
grades 1 to 3 and compared children taught in
classes of 17 students per teacher with childrenin
larger classeswith and without ateacher’saide.
Evaluatorsfound that studentsin small classesdid

better than both control groupson all tests. The
effect size of small classeson African American
students was doubl e that of white students. A
follow-up study of Project STARfollowed
participants from grades 4 through 6 and reported
ongoing, albeit small gains (effect sizesof 0.2 or
less) for studentswho weretaught in small classes.
(See Glossary for an explanation of “effect size.”)

A decadelater, Wisconsinimplemented the SAGE
project, apilot study involving more than 3,000
kindergartnersand first graders statewide. In
addition to using acontrol groupin regular
classrooms (30 students), the eval uation al so
compared different strategiesto reduce student-to-
teacher ratio, small classes being one of them. As
with the Project STAR, evaluatorsfound increases
intest scoresfor all students, particularly African
American studentsin thefirst year of the project.

In the second year though, the score gap between
African American and white students had increased
again. Different from Project STAR, the SAGE
evaluation found that score gainswere not limited to
small classes. Other strategiesthat reduced student-
to-teacher ratio, such asteam teaching or floating
teachers, were equally effective.

Unlike Wisconsin and Tennessee, Californiadecided
toforgo apilot program; instead, launching a
massive, statewide Class S ze Reduction (CSR)
initiative that affected approximately 1.8 million
students by itsthird school year of implementation
in 1998-99. The state funded theinitiative on aper
pupil basisonly after small classeshad been
implemented. Therefore, inthefirst years of
implementation, schoolsthat did not havethe
facilitiesto create small classes—often high-poverty
schoolswith large popul ations of minority
students—received an average of $100 less per
student than wealthier, predominantly white schools.
When these school s did create new classrooms,

they often did so at the expense of existing facilities
used for special education, child-care, music, art,
computersand libraries. After threeyears, the
evaluatorsnoted small (but statistically significant)
achievement gains, with no differential impact for
minorities.

American Youth Policy Forum



Raising Minority Academic Achievement 13

School Vouchersanalyzesthree privately funded
experimentsto test theimpact of voucherson
studentsin urban school districtswith high
percentages of minority youth (Dayton, OH, New
York City and Washington, D.C.). The vouchers,
awarded by alottery system, covered only part of
the private school tuition with the recipients
families paying for theremaining tuition costs.
African Americans constituted about 70% of the
approximately 3000 studentswho received vouchers
inthethree experiments. Using the California
Achievement Test (CAT) as the measure of student
performance, the evaluators found areduction for
voucher recipients of approximately one-third of the
test score gap between African American and white
students. There was no positive or negative effect
of statistical significancefor any other ethnic group
inthe study. When controlling for family
background, the overall difference between voucher
and non-voucher studentswas not significant in
Dayton and New York City,'” but was significant at
the.Ollevel inD.C.

The Alaska Onward to Excellence/Alaska Rural
Systemic Initiative began a decade ago through a
partnership between public schools, universities, and
Eskimo and Native American communitiesin rural
Alaska. Most participant districtsinvolve small
fishing villageswith difficult access. The project
incorporated the cultural traditions of the native
popul ation with an academically demanding
curriculum. One of the eval uations comparesthe
scores of studentsin asingle project district on a
number of standardized tests (ITBS, CAT, ACT) to
scores statewide, where white students are the
majority. A ten-year trend analysisverified asteady
increasein all standardized test scoresfor
participating students. Inthe ACT test, for
instance, the district experienced anincreaseinthe
number of seniorstaking the test and areduction of
about 14% in the score gap between local seniors
and the state average. The percentage of project
students attending college rose from 10%in 1988-
89 to 50% in 1996-97.

Texasrequiresthat a specific percentage of students
in each school passthe state assessment in reading,

writing and mathematics skills. Schoolsthat do not
attain this percentagerisk losing their state
accreditation. As part of the state reform, an
emphasi s has been given to monitoring the
performance of minority students. The Texas
School Reformsummary coversfour school districts
with diverse populations. TAAS passing rates
increased for all studentsinthefour districts, but
theincreasefor African Americansand Latinoswas
steeper. Forinstance, inthe Aldinedistrict, with
83% minority students, between 1994 and 1999,
passing ratesfor African Americansamost doubled
(from 36% to 73%) and the rate for Latinos
increased by 63% (from 49% to 80%). In the same
period, white students' passing ratesincreased by
29%, from 68% to 88%. Similar findingsare
shown for the other districts. Evaluatorsdid not
highlight strategies devel oped by thedistricts,
emphasi zing therole of the state accountability
system asthe catalyst for change.

The City Schools compilation cites anumber of
urban school districtsin Texas and elsewherethat
haveimproved academicindicatorsfor minority
students. Theseindicatorsrangefrom moving
students up to basic levels of performance (such as
passingthe TAAS), to earning higher-level diplomas,
to reading at or above gradelevel. El Paso cut by
half the gap in TAAS passing rates between African
American and white students and Fort Worth
reduced the passing rate gap between Latino and
white students by 42%. The El Paso school did not
adopt any special policy, while the Fort Worth
school adopted a series of strategieswith emphasis
on professional development and support.

Memphis school s doubled the number of African
American students earning honors diplomas after
thedistrict eliminated lower level coursesinthe
curricula. Boston schoolsincreased the percentage
of African American students scoring at the basic
levelsin the Stanford-9 tests after raising academic
standards became apriority for thedistrict in every
subject and every grade. Charlotte schoolsalso
increased the percentage of African American
studentsreading at or above grade level after the
district adopted achievement goalsto reduce
disparitiesin academic achievement.
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Recognizing that their African American students
werelagging academically, Chapel Hill-Carrboro
City Schools (CHCCS) formed a“Blue Ribbon
Panel” to analyze the problem and propose
recommendations. Composed of school
administrators, teachers, parents, and students, the
panel presented amultifaceted plan that
incorporated nationally known programslike
Reading Recovery and AVID, and homegrown
solutionslike*“ Sister-to-Sister” (amentoring
program that pairs minority women in the nearby
medical school with African American femalehigh
school students). Theresultsfor the African
American students were mixed, with large
increases in the mathematics scores, but lower
increases, and even some decreases, in the
writing assessments. After oneyear, the
academic gap between African American and
white students was still noteworthy. For instance,
93% of the white tenth graders achieved
proficient reading scores on the state test,
compared to only 43% of their African American
peers. However, the reform promoted a four-fold
increase in the percentage of African American
studentsin Gifted and Talented programs (from
2% to 8%).

Analysis

Aswasfound in the previous category, the data
indicate that minority students start from aposition
of serious academic disadvantage and must walk a
long path beforethey can reach basic levels of
competency. The accountability movement has
pushed these differencesto the front stage. The
condition of public schools, particularly funding
differentialsthat lead to large class sizes, low
teacher pay, lack of support or unprepared teachers
may explain some of the large gaps between
students at the high end (generally white middle
class) and thelow end (generally low-income
minority) of the achievement spectrum.

Itisalso possiblethat even at very early ages,
society creates stereotypes about students who can
succeed and those who cannot, and future
interactionsin school will be based upon these

stereotypes. Asindicated in Chicanosin Higher
Education, which reports on interviewswith 50
Mexican American professionalswith MD, PhD or
JD degrees, poor minority students do not fit the
idealized image of the successful, college-bound
student. Teachers and counselors often tell these
students that they cannot succeed and should not
take challenging courses or apply to challenging
schools. It took ahighly focused and publicized
reform for Chapel Hill teachersto find a“ new
group” of African American students ableto attend
Gifted and Talented classes, when these students
had probably been ready for such a program for
many years. Teacher preparatory schools should
seriously examinetheir rolein helping teachersto
overcome such stereotyping behavior.

Thefact that schools across the country areraising
the scores of students, including minority students,
on different testsis commendable. It bringsthe
hope that someday achievement gaps based on race
or ethnicity will be only amemory. However, in
fairnessto the children, anote of caution must be
sounded. By relying solely on test scores, these
evaluations and reports miss other indicatorsthat
provideimportant information on academic
achievement, including: dropout, expulsion and
retention rates; referral to special education; and
curriculum changes that may be occurring dueto an
emphasis on tests, such asthe elimination of “non-
testable” subjects (like music and art), or an
emphasison “testable” subjects at the expense of
broader content. Moreover, since no follow-up of
graduatesisincluded (except for the Alaskareform),
nothing isknown about what happenswith students
from these districts or states after they leave K-12
schools. Texas, for instance, despite its success
with TAAS, ranks 34" among 50 states and the
District of Columbiafor the percentage of graduates
who go immediately on to two- or four-year
colleges, and 45" on the percentage of graduates
who enrall in college within four years of
graduation.’® The debate on how to measure
student achievement and the type of education that
the country needs are essential components of the
discussion onimproving the academic achievement
of minority youth.
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High School/Transition Programs

Overview

Thiscategory reflectsamix of whole school
programs and add-on interventionsthat proposeto
facilitate college accessfor studentsunder-
represented in postsecondary institutions, that is,
low-income, minority students and studentswith
“average” academic performance. Three are four-
year, school-based programs geared toward students
with agrade point average of C or better and who
are motivated to pursue postsecondary education.
All three programs have large proportions (80% or
more) of minority students and require studentsto
enroll in academically demanding courses.

AVID isanationwide program that targets C-
average studentswho would bethefirst in their
familiesto attend college. AVID offersone-on-one
tutoring by college students, workshop classeson
study skillsand other supports. High School
Puenteaimsto increase L atino participationin
higher education by raising student skillsand
aspirationsthrough critical thinking and writing
assignments, college counseling and mentoring.
Gateway to Higher EducationisaNew York City
program with an emphasison careersin science,
medicine, and technol ogy serving 95% minority
students. To enter Gateway, students must score at
least at the 50th percentile on New York City’s
math and reading tests, have regular attendance, and
GPA’s of 80 or better (on a 100-point scale).
Summer and Saturday enrichment programs,
tutoring and internships are some of Gateway's
strategies.

Three other evaluations describe high school
programswith a college focus but do not mention
selection criteria: Dareto Dream, Equity 2000 and
GE Fund College Bound. Dareto Dreamincludes
projectsthat propose agreater rolefor school
counsel orsin keeping postsecondary options open
for all students, including those who are considered
at high-risk for school failure. The schoolsinvolved
inthe project werelocated in poor neighborhoods,
with large proportions of minority students, and low
levels of academic achievement. Equity 2000isa
whole school reform that requiresall studentsto

take advanced mathematics courseswhilein high
school. The program provides extra support to
studentsthrough voluntary Saturday math
academies and summer math programs. Minorities
make up 72% of Equity 2000 participants. Like
Equity 2000, the GE Fund College Bound provides
block grantsto schoolsand communitiesto institute
programsthat increase college access. Unlike
Equity 2000, however, the GE Fund College Bound
allowsfor greater flexibility inthe strategies used by
the grantee schools.

Career Academiesistheonly representativeinthis
report of high school programs dedicated to
preparing studentsfor fulfilling careersthat are not
necessarily dependent on acollege degree. Career
Academi es are school s-within-school sthat offer
students an integrated academic and occupational
curriculum and work-based learning experiences.
More than 50% of the studentsin the Academies
studied were Latinos and 84% had GPAs of 2.1 and
above.

The evauation of | Have a Dream (IHAD) includes
two Chicago programs, one predominantly L atino
and another 100% African American. IHAD
connectslow-income, inner city public school sixth
graderswith wealthy sponsorswho provide
mentorship and supportsto help the youth pursue
postsecondary education. The program offerslong-
term relationshipsfrom sixth grade until high school
graduation, or evenlonger. LikelHAD,

Philadel phia's Sponsor-A-Scholar program provides
academic supportsto economically or academically
disadvantaged high school studentswith B or C
average gradeswho want to attend college. Inthis
evaluation, 93% of participantswere minorities of
whom 76% were African American. The program
matches these youth with trained mentors who
accompany them from ninth grade through the
freshman collegeyear. Both IHAD and Sponsor-A-
Scholar offer financial help to participantsto defray
tuition costs.

Upward Bound operates parallel to theregular four-
year high school, with students participating in after-
school and Saturday classes often on college
campuses. Upward Bound isthe oldest of a set of
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TRIO initiatives established by the Higher
Education Act of 1965. TRIO programsaim at
hel ping low-income and first generation college
students enter and successfully complete
postsecondary education. Thisnational evaluation
covers 67 siteswith approximately 1,500
participants. Nationwide, half of the Upward
Bound participantsare African American, 22% are
Latino and 21% white.

Analysis

Unlikethe elementary school program eval uations,
and despite theincreasing numbers of high schools
requiring standardized testsfor graduation, the high
school evaluationshad little emphasison test
scores.® The broader range of academic
achievement measures examined offersabetter
perspective of what isactually happening with
students. Most documentsinclude dataon high
school graduation and creditstaken. A few have
data on college entrance tests, such asthe SAT and
AP, and dropout rates. Follow-upismostly limited
to college enrollment, but GE Fund College Bound
has data on college retention and Gateway for
Higher Education collects college graduation
information.

All three programsthat indicate sometype of
selection criteriafor admission show good results,
suggesting that alarge group of C average students
are ready to move up the academic ladder if
provided adequate supports. AVID students
maintain an average GPA of 2.94 and a 95% college
enrollment rate. African American, Asian and L atino
AVID students have disproportionately high
enrollment ratesin the California State and the
University of Californiasystems. High School
Puente students, in relation to a matched
comparison group, were morelikely to take college
entrance tests (SAT, ACT), complete more high
school credits, and attend college, particularly four-
year colleges, although no statistical differences
were found in dropout rates and grade point average
(GPA). Thelack of differencein grades may reflect
the fact that Puente students attend more
academically demanding coursesthan the control
group. African American studentsin Gateway are
morelikely to take chemistry and physicsin high

school than African American high school graduates
nationwide. They arealso morelikely to have
higher SAT scores. A 1996 survey with 330
Gateway alumni reveal ed that 74% had graduated or
would graduate from four-year collegesor
universitieswithin five years and 59% had remained
in ascience-related major or profession.

Themajority of programsfeatured in thisreport did
not include cost data, but cost information was
availablefor these three programs. The annual cost
per student for Gateway in 1997 was $1,600 above
the mean per pupil expenditurein New York City.
The state’sannual per pupil expenditurefor High
School Puente was $480, but training costs were
partially subsidized by the University of California.
The average cost of AVID for schoolsand districts
in Year One per student per year outside of
Californiais $540 (about $3 per day). By year
three, the cost drops, on average, to under adollar
per student per day. In California, where AVID isa
state-supported program with 11 regional centers,
the average cost of AVID for schoolsand districtsis
about $180 per student per year.

Of the programsthat do not indicate admission
criteria, most Dareto Dream high schoolsdoubled
the enrollment of African American and/or Latino
studentsin Advanced Placement and college
preparatory courses (the report did not publish
passing rates). Districts adopting the Equity 2000
program also showed increased enrollment of
minority studentsin college gateway courses.
However, passing ratesin these courses did not
increase accordingly. The number of students
taking college entrance exams (SAT, ACT)
increased in all GE Fund College Bound schools
after five years, but the program had little impact on
test scores, high school graduation rates, or dropout
rates. When compared to anational database, GE
Fund students, particularly Latino students, had
higher college enrollment and retention rates. The
evaluation of Career Academiesfound statistically
significant improvementsfor studentswho had
entered the program with high risk of school failure
but not for those in the middle and low risk
categories (see the summary’s methodol ogy for an
explanation of therisk categories).
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Evaluators of | Have a Dream used a matched
group of studentstaken from other sixth grade
classesin the same schoolsasIHAD participants.
Participantsweretwice aslikely to graduate from
high school and threetimesmorelikely to enroll in
college than the comparison group. The Sponsor-A-
Scholar evaluation examinesasampleof high
school graduates from 1993 through 1997. The
samplewasdivided into matched sub-groups of
program partici pants and non-participantsand
compared interms of GPAsand college enrollment
oneyear and two years after high school graduation.
In general, program students had statistically
significant higher GPA and enrollment ratesthan
non-participants. Gainswere higher for students
who started the programswith lower grades, stayed
in the program longer, and met more frequently with
their mentors.

For Upward Bound, program participantswere
compared to amatched control group. Differences
between the two groupswere not statistically
significant for average GPA and enroliment in
postsecondary institutions (including vocational/
technical schools). Latino and white participants
earned two more high school creditsthan peersin
the control group while African Americans earned
more Advanced Placement credits. Resultswere
correlated to timein the program and expectation
about attending college at the onset of the program.
Thelonger the student remained in the program and
thelower theinitial expectation, the stronger the
results. However, more than 55% of the
participants|eft the program before high school
graduation, afinding evaluators attributed to
students’ needsfor paid employment competing
with Upward Bound's after-school and Saturday
classes.

Overall, programsthat provide extraattention and
supportsto high school students, particularly those
who average C or better, are succeeding in moving
them to postsecondary education. The majority of
the evaluations do not describe what happenswhen
the students get to the next level. However, afew
do: GE Fund College Bound students have higher
collegeretention rates, asmall group of Gateway
students show high college graduation rates; and

Upward Bound students are lesslikely to need
remedia classeswhilein college.

Postsecondary School Programs

Despite theintensive search for eval uations of
postsecondary programsthat serve minority
students and disaggregated the data, few studies
were found and most of them were not evaluations,
but descriptivereports. At the beginning of the
search, we contacted alarge number of

organi zationsthat provide college scholarshipsfor
minority youth. None had evaluations. We
received suggestionsand indications about “ great
studies’ being donein one state or another, only to
find that these studies would not meet the
acceptancecriteriafor rigorousevaluations
disaggregated by race or ethnicity. The landscape
of evaluations of postsecondary interventionsfor
minority studentswith disaggregated dataisasarid
as the programs are numerous.?

The six postsecondary reports are examples of the
variety of programsthat are being implemented at
the postsecondary level to help minority students
break the barrier of the K-12 years and enter higher
education. Three summaries describe programsthat
support minority students at different pointsaong
thejourney through college and graduate school :
the Emerging Scholars Program (ESP) helps
undergraduatesto remainin college; the Puerto
Rico Louis Stokes Alliance for Minority
Participation (PR-LSAMP) offers support for
women and minorities pursuing graduate degrees;
and Compact for Faculty Diversity provides a
bridge for minority studentsasthey completetheir
doctorates and enter college or university teaching
positions. While Compact does not emphasizea
particular specialization or field, both ESP and PR-
LSAMP focus on the fields of mathematics, sciences
and engineering, whereminoritieshave been
traditionally under-represented. Two studiesfocusing
on Higtorically Black Colleges and Universitiesand
Tribal Collegesoffer descriptive dataon therole of
theseingtitutionsin thelivesof African Americansand
Native Americans. Chicanosin Higher Educationis
an exampleof anumber of quditative studiesthat
provideavoiceto minority individualsand shed
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somelight on factorsthat influencetheir
professional success.

The Emerging Scholars Program (ESP) was
initially developed at the University of California, in
the 1970s, to improve the retention and success of
minority studentswho enter mathematics-related
majors. Currently operating under several different
namesin over 100 universities across the country,
the basic ESP model utilizes extended discussion
seminarsand small study groupsto help students
succeed in the cal culus course sequence at the
beginning of their majors. With additional professor
and peer support, these studentsform small learning
communitiesthat work asteams. Evaluationsin
Texasand Wisconsin reveal ed that ESP students
weretwo to fivetimes morelikely to get Asand Bs
in calculusthan their peers outsidethe program. A
study at the California Polytechnic Institute showed
that only 15% of ESP students had changed majors
or left college within three years, compared with
52% of the students in a control group. They were
also morelikely to complete their mathematics
reguirement one academic quarter earlier than the
control group.

The Puerto Rico Louis Sokes Alliance for
Minority Participation (PR-LSAMP), funded by
the National Science Foundation and thefederal
government, hasadual goal: to foster the
involvement of women and minoritiesin thefields
of mathematics, science, and engineering; and to
promoteinnovativeteaching strategiesthat improve
students’ performanceinthosefields. Accordingto
thereport, of all bachelor’s degreesin science, math
and engineering earned by LatinosintheU.S.in
1997, 25% went to PR-LSAMP students. From
1993 to 1998, PR-LSAMP students earned 11% of
engineering PhDsand 17% of natural science PhDs
received by L atinos nationwide.

Compact for Faculty Diversity isaconsortium of
regional education organizationsand universitiesthat
providesfinancial support and a peer network for
minority graduate students. The Compact’sannual
Institute for Teaching and Mentoring bringstogether
minority graduate studentsand professorsfrom
acrossthe country to discuss possibilitiesand pitfalls

in theworld of higher education. Of the 435
scholars served by the program, 92% had
completed or were continuing their degrees. Of the
Compact alumni who had earned a PhD, 70% were
intenure-track faculty positionsand 18% werein
post-doctoral positions. Aswith the ESP model,
Compact promotesasmall supportive community of
peersand professionalsthat guidesthe graduate
studentsinto careersin higher education.

Historically minority-serving institutions continueto
play acrucial rolein minority higher education, and
thisreport includes studies of Historically Black
Colleges and Universities (HBCUs) and Tribal
Colleges.# The study of HBCUs shows that
HBCUsgraduate more African American students
than other institutions. Inthe mid-1990s, 21% of all
African American undergraduates attended HBCUS s,
but 28% of African American graduatesgot their
degreesfrom HBCUs and 33% of the African
American college studentstaking the Graduate
Record Examination came from HBCUs.

Tribal Colleges' original purposewasto facilitate
accessto higher education for Native Americans
living on reservations and to provide educational
opportunitieswithout forcing assimilation into
mainstream white culture. Today, there are 33
Tribal Colleges serving more than 10,000 Native
American students. Tribal Colleges have an
important rolein diversifying faculty composition.
Compared to other institutions of higher education
that employ on averagelessthan 1% Native
American faculty and staff, 30% of the faculty and
70% of the staff at Tribal Colleges are Native
Americans.

Chicanos in Higher Education reports on
interviewswith 50 Mexican American professionals
with MD, PhD or JD degrees. All camefrom low-
income, immigrant families, composed mostly of
farm workers and other unskilled laborers. Most
began school with Spanish astheir primary
language, yet al completed adoctora-level
education from the country’ smost prestigious
institutions. Theinterviewees stressed the
importance of supportive parentsand afamily
environment that was conducivetolearning. At
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least half cited the presence of acaring adult outside
the family who functioned as amentor, encouraging
and prodding them toward academic success.
Though most of them eventually got into college
preparatory programsin high school, they had to
fight asystem that insisted on tracking theminto
lessdemanding curricula. Latino recruitment
programs, scholarshipsfor high-achieving scholars,
stipendsfor low-income students, and alot of hard
work completethelist of factorsthat, according to
theinterviewees, contributed to their success.

Conclusion

All the selected evaluations of early childhood
programsincluded follow-up, and some of them for
substantial time periods. They aso provided a
variety of datato indicate that these programs are
attaining their objectivesof providing low-income
children, including minority children, with more
resourcesto succeed in later years. The evaluations
of K-8 programsand district or statewide school
initiatives have alimited focus on test scores. They
tell usthat many schoolsand states areraising the
scores of minority students on different testsor are
raising their passing ratesin thesetests. What this
representsfor the children’sfutureis not clear.

However, it must be emphasized that, at |east the
programsand initiativesareraising thesechildren’s
scores and passing rates. Doing nothing would be
much worse. Rather than being a criticism of the
existing data, thiscomment representsalonging for
more data.

The evaluations of the high school programs
diversify their measures. Althoughlittleissaid
about students' test scores, the information indicates
that minority studentsin those programsare, in
general, graduating from high school and goingto
collegein greater numbers. The summarieson
postsecondary education end this chapter with a
message of hope, showing minoritieswho are
succeeding in demanding careers, such asthose
related to sciences, mathematics and technol ogy,

and attaining faculty positionsin universities. This
message cannot be missed, because, asthe
summary on Chicanos in Higher Education
suggests, many of those successful youth start their
school yearsinthe“highrisk” category. Onthe
whole, the summariesin thisreport highlight the fact
that no student should be discounted as alost cause.
The opportunities and supports necessary to achieve
success at the highest level s of our educational
system must beavailabletoall.
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Chapter 3: The Search for the
“Magic Bullet”

What makes programs successful ? What do they
offer so that young peopl e challenge themsel ves and
succeed? These questions are at the core of this
report asthey werein AY PF stwo previous
compendiaand of amore recent AY PF report,
Raising Academic Achievement: A Sudy of 20
Successful Programs.? That report identified five
overarching strategies shared by programsthat
raised academic achievement:

+ High standardsfor participants, programs and
staff, including strategiesthat ensured the
quality of implementation, and demanded high
performance from youth and staff alike.

+ Personalized attention, that is, strategiesthat
enabl e the staff to know the program
participants asindividual s, with unique needs,
strengths and weaknesses.

+ |nnovative structures where the needs of the
students, rather than tradition or bureaucracy,
guidetheteaching/learning process.

+ Experiential learning, bridging school and

society.

¢ Long-termsupport that gave youth timeto
create trust and devel op stabl e rel ationships and
supports.

For thisreport, the same analytical processwas
used. A matrix was created with the program
components and “ contributing factors” ascited in
the evaluations and program literature. Through a
process of coding, thedifferencesand similarities
among componentswere highlighted and/or
aggregated into categories, until agroup of ten
strategies remained that were shared by nine or
more of the programs. In contrast to the previous

reportsthat focused solely on “ successful”
programs, thisreport includes programsthat have
both positive and negativefindings. Weincludeall
evaluationsintheanalysis, regardless of findings, in
an attempt to understand whether good results can
be attributed to specific components, to aspecific
mix of components, or to some other variable that
meritsfurther investigation. In the case of reports
describing different programs, the shared strategies
cited in the documentswere a so included.

The overarching strategiesfound in Raising
Academic Achievement are again reflected in this
report except for “ Experiential Learning,” whichis
cited only oncein connection with the Career
Academies summary. “High Standards” is
represented here by the three most frequent
components: program quality, academically
demanding curriculaand professional development.
“Personalized Attention” isdiscussed in two
contexts: school strategiesto reduce the student-to-
teacher ratio and strategiesto provide youth with
extra, individualized supports. Thetwo remaining
overarching strategies, “Innovative Structures’ and
“Long-term Supports,” are also represented.

This chapter discussesthe strategies used by
programswhose eval uations we have summarized.
However, afew words of caution must be shared.
First, no “magic bullet” was found, that is, no one
strategy is common to all programs that have
good findings. Second, the sampleislimited to 38
reports, several of which havelessthan stellar
evaluations. Therefore, thesefindings should be
considered asguidelinesfor further inquiry rather
than prescriptionsfor success.

Theten most frequent strategiesidentified inthis
report are listed below from most to least frequently
cited inthe program eval uations:
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Program quality

Academically demanding curriculum
Professional development

Family involvement

Reduced student-to-teacher ratios
Individualized supports

Extended learningtime

Community involvement

L ong-term supportsfor youth
Scholarshipsand/or financial support

® 6 6 6 6 6 0 0 0

Program Quality

“High standards’ isacatch phraseintoday’s
education policy debates. Virtually all programs
affirm their commitment to “ high standards”

without defining the concept. AY PF s perspectiveis
that high standards must include a concern with the
quality of the program and its staff before demands
are made from participants. Quality of
implementation, leadership and accountability are
three essential strategiesthat help ensure high
program standards.

Quality of implementation

Thequality of implementation isdemonstrated
through careful planning and timely and efficient
resourcesthat are targeted to specific goals. For a
school to receive certification asan AVID center, it
must fulfill aseriesof requisites, including training
for the site administrator, program coordinator,
teachers and tutors; identification of resourcesfor
implementation and sustainability; selection of
students; and integration between the program and
the regular school day. When the Calvert Program
was introduced at the Woodson School, afull-time
coordinator was hired to overseeimplementation of
the program and its daily operations. GE Fund
College Bound stressesthe substantial size and
long-term support of its GE Fund grants—at | east
$250,000 for five years—as giving adequate time
and resources to plan and implement the reforms
necessary to improve school-wide academic
achievement. Evaluators note that one reason that
Class Sze Reduction in Californiamay not have
shown minority academic achievement gainswas
that the program did not include timely and

sufficient resourcesfor successful implementationin
high-poverty, predominantly-minority schools.

Leadership

Leadership isessential to ensure program quality
and sustainability. Ascharter school principals, the
directors of KIPP Academies have complete control
over budget and personnel decisions, thusallowing
them to be better |eaders at the school level. KIPP
principalslead by example. Inadditionto being
administrators, they are teacherswho do not
hesitate to step out of their offices and into the
classroom to do the nitty gritty work of education.
With the help of Gap, Inc., they have also started a
fellowship program that will train acorps of
educational |eadersto found their own charter
schoolsacrossthe country serving disadvantaged
youth. Gateway for Higher Education has had the
same co-directorssinceitsfounding in 1986 and,
according to the evaluators, this continuity has
contributed to the program'’ s strong sense of
purpose. Dareto Dream and the Alaska Onward to
Excellence/Alaska Rural Systemic Initiative are
based on the concept of shared leadership. Inthe
projects described in Dare to Dream, school
administrators, teachers, school staff, outside expert
teams and studentswork together to find solutions
for existing problems or to propose new options.
The Alaskaproject relies on a sense of shared
ownership between program staff and community.
GE Fund College Bound describes some of their
program efforts as being enhanced by strong
|eadership exhibited by the schoolsand their GE
partners, while others were hampered by frequent
|eadership turnover or weak support from principals
and school administrators.

Accountability

Public school “accountability” isagrowing concern
of local, state and federal governments. Tests,
particularly state-devel oped tests and school report
cards, aretools commonly used to provide
stakehol derswith feedback about the performance
of their schools and students. In many states,
schoolsthat do not attain some pre-established
benchmark on the state tests are threatened with
sanctions. The accountability movement has been
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particularly well documented in Texas. The Texas
Assessment of Academic Skills(TAAS) isa
criterion-referenced test administered annually that
measures student achievement in reading and math
(for grades 3-8 and 12), in writing (for grades 4, 8,
and 12), and in science and social studies (grade 8).
Texas students must passthe TAASto graduate
from high school. The evaluations of programs
using TAA S data show schoolsincreasing the
percentage of minority students passingthe TAAS
by 40% or more, while in many other states, test
scoreimprovementsfor minoritiesareincremental .
Yet successful school programsin Texasare quite
varied. Infact, the evauation of four school districts
(Texas Digtrict Wide Initiatives) attributes their
successto the palitically-imposed accountability system
rather than to specific Strategies.

It appearsthat the political climatefavoring
accountability has positive facetsthat must be
considered. Asstatesbegintorequireall childrento
perform, even those labeled “ at risk,” educators
must pay attention to all children, defining clear
expectationsfor all, and find waysto help those
who arefailing to achieve academically. Itis
important to observe that accountability should not
be confused with high standards, since many states,
including Texas, still rely on minimum competency
tests. How tofairly and equitably use the
advantages of accountability for minority academic
achievement gainsisstill an open question.

Academically Demanding Curricula

All early childhood programsincludedin thisreport
provide pre-school aged children with challenging
educational activitiesthat are also developmentally
appropriate. Abecedarian’scurriculumincludes
arts, language, and literacy, in addition to fine motor
skillsdevelopment. The Child-Parent Center
curriculaemphasi ze language and mathematics
through avariety of learning experiences. Head
Sart programs have incorporated academic
activitieswith their full-servicemission. High/
Scope Perry Preschool offersawell-structured
curriculum with emphasison language, literacy,
music and mathematics.

Concernwith challenging curriculawas equally
apparent in K-12 programs. The Calvert Program
emphasizes reading comprehension and required
weekly compositionseven for first graders. Since
Memphis City Schools (described inthe City
Schoolsreport) eliminated lower level coursesin
high schools, the percentage of African Americans
graduating with an honors diplomadoubled. The
Alaska Onward to Excellence/Alaska Rural
Systemic Initiative is based on adual commitment
to equity and excellence. Eskimo and Native
American childrenfromrural villagesaretaking
college-entrance tests and going to collegein higher
numbers since theintroduction of the program. All
Gateway for Higher Education students are
expected to compl ete aminimum of three Advanced
Placement courses.

However, the requirement to attend academically
demanding courses must be accompanied by
appropriate supports. Thelow algebrapassing rates
for studentsin Equity 2000 may have been due to
thelimited supportsfor studentsenrolled in algebra
and lack of support relating to other types of high
school coursework or college attendance. The
persistent gap between minority and white students
in High Schools That Work, which eliminates
general education and sets high standardsfor all,
indicatesaneed for additional supportsgeared
toward these students.

Professional Development

To maintain the quality of any program, itisnot
enough to create mechanismsfor quality control.
Staff must be prepared to respond to the challenge.
Gateway, which creates a school-within-a-school for
academically talented students, carefully selectsits
teachers based on their background, experience, and
dedication. For other programs, particularly those
with lessability to select staff, professional

devel opment and training isan important program
component.

AVID and High/Scope require staff training before
implementation. Successfor All providesathree-
day summer training session and continued on-site
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staff training during the year. Project GRAD offers
training and ongoing support for teachersto reduce
turnover. According to the evaluator, asthe
facilitators operate outside theteachers' assessment
process, teachersfeel comfortable asking for help
with classroom problems. The schoolsdescribedin
Urban Elementary School sintroduce professional
development activities at the time when changesin
curriculum or school structure areimplemented.
Programsthat rely on tutors or mentors, such as
High School Puente, | Have a Dream and Sponsor -
A-Scholar, offer them training and supervision. At
the Boys and Girls Clubs of America, trained staff
provides support to volunteers.

However, asthe CAPE evaluators observed,
offering professional development doesnot
necessarily ensurethat teacherswill profit fromit.
CAPE offered extensive professional devel opment
toteachersand artists, including nearly adozen
workshops throughout the year. Yet, most
participants attended no more than three workshops
dueto lack of time.

Family Involvement

Approximately 40% of the selected evaluations
report activitiesgeared toward improving
communication with families, or increasing family
involvement with the programs. Although such
effortsare concentrated on initiativesfor young
children, at least two high school programsa soinclude
activitiesto promotegreater involvement of families.

Early childhood programsfocus on hel ping parents
provide adequate support for their child's
development. Therefore, these programs offer a
range of activitiesthat include family education,
advocacy and support. Information on childhood
development, health and nutritionisprovidedin all
the programs, either through workshops or home
visits. In High/Scope, families and staff met
monthly to discuss developmental issues. Program
staff also made weekly homevisitsto families,
meeting with the child and the family to model
classroom activities. Abecedarian and Head Start
used home visitswith the objective of information
and support and involve families on advisory boards

and committeeswith planning and managerial
functions.

Thetwo after-school programsin thisreport, Boys
& Girls Clubs of America and Sacramento START,
includefamiliesintheir activities, generally as
volunteers, athough START hires participants
familiesto staff the program. AmongtheK-12
programs, AVID, Alaska Onward to Excellence/
Alaska Rural Systemic Initiative, Calvert Program,
Chapel Hill-Carrboro City Schools, High School
Puente and Project GRAD have family involvement
components. Of these, AVID and High School
Puente are exclusively for high school-aged youth,
and Calvert isan elementary school program. The
remaining initiatives serve K-12 students.

AVID emphasizes communication between families
and the program, offers workshops on the college
application process, and includesfamilieson its
advisory board. Local familiesand community
members are also part of advisory boardsin the
schoolsinvolved with the Alaskareformsthat
encompass gradesK to 12. Another K-12 initiative
inthe Chapel Hill-Carrboro City Schoolsincludes
familiesas volunteersand members of the Blue
Ribbon panel that designed thereform. Teachers
and administrators are encouraged to set up
meetingsinfamilies homesor workplacesto
facilitate participation. Inaddition, the schools offer
assistance for students who are parentswith a
Young Parent | nstitute and the Adol escent Parenting
Program that provide monthly support groups and
infant health education. Project GRAD implements
acomprehensivefamily outreach program that
includes activitiesto recruit studentsand their
parents. During itscommunity-wide Walk for
Success, alumni, teachers, staff, mentors, university
volunteers, and community leaders go door to
door to over 1,600 families per year to raise
awareness of the program. Project GRAD also
has Parent Universitiesto improve parental
literacy and involvement. In addition, alongside
teachers, principals and other community
members, Project GRAD families participatein
decision-making committees that manage the
project’s feeder schools (elementary and junior
high schools).
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Reduced Student-to-Teacher Ratios

Many selected programsthat show academic gains
for minority studentsinclude strategiesto reduce
student-to-teacher ratios. Tennessee's Project
STAR and Wisconsin's SAGE are statewide
experimentswith reduced classsizesfor gradesone
through three. STAR used classes with 17 students
per teacher and SAGE'’s classes averaged 15
students per teacher, compared with traditional
classes of 20 to 25 students. Participantsin the
small classes, particularly African Americans, had
higher averagetest scoresthan studentsin thelarger
classes. STARdid not find gains when two teachers
or ateacher and teacher’s aide werein the
classroom, but SAGE found similar gainsin
strategiesthat reduced student-to-teacher ratio by
increasing the number of teachersin regular
classrooms, including team teaching and floating
teachers. In California, asdescribed in ClassSze
Reduction, classes were reduced from 30 to 20
studentsor less. Different from STAR and SAGE,
two carefully designed and implemented reforms
that began as pilots, the Californian project was
imposed statewide and, particularly inthoseinlow-
income areas, the class reduction occurred at the
expense of other resources, such asmusic
instruction and school libraries.

Rather than reducing the number of children per
classroom, Child-Parent Centersincreasethe
number of staff, placing two teachersfor each
classroom of 17 toddlersor 25 kindergarteners.
The Chicago Arts Partnership in Education uses
the co-teaching system, with ateacher and an artist
working together to integrate artsinto the academic
curriculum. Career Academiesare schools-within-
schoolsthat provide self-contained environments
withinlarger institutionswhere students have closer
interaction with staff. KIPP Academiesare small
charter schools with no more than 300 to 400
students. High School Puente selects about 30
students per cohort. Success for All uses small
reading groups divided by literacy level, rather than
age; this program isalso acomponent of Project
GRAD. The Urban Elementary Schools report
indicates that some school s al so reduced the number
of students per class.

Cost isanissuein projectsthat demand expansion
in buildingsand/or personnel, but only one of the
studies (Child-Parent Centers) included acost
benefit analysis. Itisimportant to observethat
other programs such asthose described in Texas
District Wide Initiatives and City Schools that
show significant academic gains, particularly for
minority students, do not report the use of smaller
classesor small learning environments.

Individualized Supports

For studentswho are struggling academically,
individualized support may bethedifference
between falling behind and moving ahead. In
addition to theinvolvement of the students
families, many programsutilize community
members, college students, employersand other
groups as tutors and mentors to address the
academic needs of specific students, or offer
support, feedback and encouragement. Tutors or
mentors can a so function asrole model s, guiding
theyouth through difficult transitionsand into a
college and/or career path.

Tutors and mentors are found at all levels of the
educational ladder. For instance, Success for All,
aprogram for elementary school children, uses
trained tutorsto help studentsin need. Minority
students from the University of North Carolina
providetutoring for elementary, middle, and high
school youth at Chapel Hill-Carrboro City
Schools. Their “ Sister to Sister” program pairs
African American femalesin medical school with
ninth grade “sisters” for support and role
modeling. At the undergraduate level, Emerging
Scholars pairs ateaching assistant with one to
two undergraduate students to tutor cal culus.
Compact for Faculty Diversity organizes an
annual institute where university and college
professors sharetheir experienceswith PhD
candidates and mentor them through the process
of moving from graduate studentsto faculty
members.

The use of tutors and mentorsis frequent among
high school programsaswell. AVID usescollege
studentsto provide one-on-one tutoring to C-
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average high school studentswho dream of
entering college. Employersareactively involved
in Career Academies, sitting on boards, helping
with curriculum planning, and al so mentoring
studentsin work-based experiences. Gateway to
Higher Education offers after-school tutoring
programs. At High School Puente, “peer
partners’ help the studentsto transition from
middleto high school. Inaddition, adult mentors
work with the students throughout high school. A
Community Mentor Liaison (CML) isdedicated
to recruiting, training and matching the mentors
with the students. GE employees tutor students
at GE Fund College Bound schools, offering
homework assistance and other supports. Tutors
are also procured among community volunteers.

| Have a Dream, Sponsor-A-Scholar and Upward
Bound all use mentors. The mentorsin | Have a
Dream and Sponsor-A-Scholar areintensely
involved with the students, monitoring their
academic performance, providing opportunities
for recreational activities, and internships, and
offering financial support through college.

Using tutorsand mentorsisaless expensive strategy
to reduce the student-to-adult ratio than using
certified teachers, but it isalso ariskier strategy.
Unqualified, untrained and unsupervised tutors or
mentors can sometimes do more harm than good.

Extended Learning Time

Some programs use longer school hours, extra
school days, Saturdays and summer coursesto
provide studentswith morelearning time. For
preschool aged children, any formal instructiontime
may be considered extratime, and that is offered by
all early childhood programsin thisreport.
Abecedarian functioned 8 hours aday, 5 daysa
week for 50 weeks. Child-Parent Center preschool
programs are offered for 3 hoursin the morning or
inthe afternoon, and kindergarten programs are
either half day or full day. High/Scope Perry
Preschool had 12 %2 hours of instruction per week.

Boys and Girls Clubs of America (B& GCA) and
Sacramento START are after-school programsthat
providelow-income, mostly minority children with

extra educational supports. B& GCAsare open 5to
6 daysaweek, 6to 7 hoursaday. Inadditionto
recreational and social activities, some clubs offer
an educational program that includes homework
support, structured discussions on educational
topics, 1 to 2 hours aweek of writing, 4 to 5 hours
per week of reading, and additional timefor
educational games, such asword and math games.
For middleto high school students, the clubsalso
offer technol ogy training and career exploration
programs. Sacramento START functions 9 hours a
week and al so i ncludes homework assistance,
literacy training and other educational activities.
The program staff maintains ongoing
communication with the schoolsto align curricula
and learning goalsfor their participants. Childrenin
both programs show academic gains.

Among the school programsthat offer extra-time,
Gateway functionsfor 11monthsayear and Project
GRAD offers after-school programs. Emerging
Scholars and Equity 2000 have Saturday and
summer activities, although attendanceisvoluntary
in Equity 2000. The activitiesin| Have a Dream,
Soonsor-A-Scholar and Upward Bound areall an
added value to the regular school day. The KIPP
motto isthat “there are no shortcuts,” and the time
commitment of students and teachersexemplifies
this philosophy. Studentsattend classfrom 7:30
AM until 5:00 PM Monday through Thursday and
until 4:00 PM on Fridays. They spend four hours
at the school on most Saturdays and attend
additional coursesfour weeksevery summer.

Community Involvement

Alaska Onward to Excellence/Alaska Rural
Systemic Initiative and Chapel Hill-Carrboro City
Schools (CHCCS) highlight the power of
communitiesto promote and support school
changes. The Alaskareformwas guided by
community members upset with the state of their
schools. Community participationisessential to the
program, reinforcing cultural traditionsand
knowledgethat areinterwoven with the more
traditional curricula. In North Carolina, community
representatives sat on the Blue Ribbon panel that
proposed the CHCCSstrategiesto improve the
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academic achievement of African American
studentsin the school district.

CAPE representsan innovativeway toinvolve
artistsand community organizationsin schoolsto
enhance education through arts. Career Academies
involvethe business community in planning and
supporting the program, in addition to offering
work-based opportunities for the students. Some of
the Urban Elementary School s al so report business
involvement, while Gateway has partnershipswith
museums and research centersto provide students
with educational and internship opportunities.

Long-Term Supports for Youth

Severa programsencouragelong-term, stable

rel ationshi ps between participants and
knowledgeable adults. Abecedarian, Child-Parent
Centersand High/Scope are all five-year programs
with long follow-up. Abecedarianalsoincludesa
summer program to help participantsin their
transition to public school. The mentor-youth
relationshipin | Have a Dream and Sponsor-A-
Scholar remains for more than five years, and helps
youth transition into postsecondary education.
Evaluations of Sponsor-A-Scholar and Upward
Bound found that the longer youth stay in the
programs, the greater their academic gains. Since
transitionsareimportant periodsin any person’slife,
particularly for youth who haveweak social
supports, it is puzzling that so few of the programs
reviewed offer extrasupports during transition,
particularly from middlieto high school.

Scholarships and/or Financial Support

Several K-12 programs offer financial help to
studentswho demonstrate high academic
performance. CHCCSoffersscholarshipsto
African American studentswho enroll in two- or
four-year colleges. Scholarshipsare aso provided
in some GE Fund programs. | Have a Dream and
Sponsor-A-Scholar supplement the costs of college
that are not covered through other scholarships or
loans. The voucher movement proposes
scholarshipsto defray the costs of private school
tuition for familieswhose children areinfailing

public schools. The summary of School Vouchers
describes athree-city experiment. Thereport
indicatesthat the scholarships did not cover thefull
tuition but does not explain how low-income
familieswere ableto cover theremaining costs, a
requirement that may hamper the use of vouchers
for familiesin thelowest income brackets.

Among the postsecondary programs, only Emerging
Scholars does not report financial aid. Chicanosin
Higher Education, which interviewed Latinoswho
excelled professionally, citesthe importance of
minority recruitment programs, scholarshipsfor
high-achieving students, and stipendsfor low-
income students as toolsto break the cycle of
poverty for low-incomeminority studentswho
aspireto acollege education. Compact for Faculty
Diversity workswith states and graduate institutions
to ensure continuity of funding and supportsfor
minority students asthey completetheir doctoral
degrees and enter academic life. The Puerto Rico
Louis Stokes Alliance for Minority Participation
offers stipendsfor low-income studentswho excel
academically and paystravel costs of studentswho
participatein conferences.

Conclusion

These evaluations highlight programsthat are
succeeding inimproving the academic achievement
of African American, Latino and Native American
students. Most programsare bringing minority
students at the lowest |evel of academic
performance to the minimum required level of
competency for their grades, such asthose
described in Texas District Wide Initiatives. A few,
like AVID, are hel ping students already at themiddie
to attain higher level s of achievement, while
programslike Gateway improve the performance of
studentswho are close to becoming high achievers.
Evaluations such as those for the GE Fund and
Upward Bound reinforce the value of investingin
low achieving students, proving that they can profit
from supportiveinterventions.

What can be learned from this chapter? Thefirst
lessonistointervene preventively, even beforethe
child enters schooal, to avoid the gap between high
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and low achievers. A concernwith early
intervention does not imply abandoning youth who
arestruggling academically inthe remaining school
years. The evaluation of Head Start showsa
declinein academic gains asthe child moves
through grades, and so doesthe eval uation of
Project STAR. Indeed, learning isadynamic
process that must be supported throughout the
school years.

The second lesson learned isthat no one approach
guarantees academic success, although afew
strategies carry more promisethan others. Highly
structured programs, such as Calvert or Success for
All, have successful outcomes, but so does a
creative, flexible program such as CAPE. Overall,
the summaries suggest that demanding high
performance from programs, staff and studentsis
essential for asuccessful program. Most programs
that show positive resultsimplement mechanismsto
ensure program quality, maintain well-trained
teachers and support staff, and provide
academically demanding courses.

A lesson from theless successful programsisthat
pushing youth who are already struggling
academically into demanding courseswithout the
necessary supports may simply create awave of
failuresand frustration that will eventually drivethe

youth out of schools, rather than toward graduation.

Thisfinding, far from leading to the defeatist
conclusion that these youth have no hope, should
guide usto the question of “what needs to be done
that these programs are not doing?’ Strategiesto
support students are varied and many successful
programs mix strategiesto reduce the student-to-
teacher ratio (such asreduced class sizes, small
school s and team-teaching) with the presence of

volunteers, tutors or mentors to ensure more
individualized attention for all students. |n addition,
good programs provide high quality professional
development for staff, tutors, and mentors.

Financia support isessential for low-income
studentswho dream of pursuing postsecondary
education. Programsthat encouragethe
participation of familiesand community
representativesincrease the support network and
create aculture of academic achievement around
the student.

The evaluations summarized here al so teach about
the power of persistence. The Texas accountability
system and the Alaskareforms are adecade ol d.
Changesin education do not occur in ashort period
of time. Unfortunately, many reforms come and go
abruptly, leaving educatorswithout timeto
implement them adequately, and students without
timeto profit from them.

One common denominator among the selected
programsisaheightened level of attention toward
all studentsin an attempt to reach benchmarks that
were established by the school, district or state.
Interviewswith successful Mexican American
professional s (Chicanos in Higher Education)
suggest that educatorstend to give up on low-
income, minority studentswho do not fit their
idealized image of the successful, college-bound
student. By disaggregating their data, school
districtshighlight inequalitieswithin their system, a
necessary step toward correcting them. A final
lesson that may be taken from these evaluationsis
that commitment to all students, more than
specific strategies, appearsto prevail asthe main
contributing factor of success.
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Chapter 4: Moving Forward

Summary of Findings

Inthisreport, adetailed pictureis presented of the
availabl e research on programsthat have been
found to improve minority academic achievement.
Despite continuing achievement gaps, the youth
programs and schoal initiativesincludedinthis
report provide concrete examples of effortsto
increase achievement for minority youth.

+ Evauation findingswereparticularly strong and
positive at the early childhood level. When
compared to control groups, minority children
who attend early childhood devel opment
programsaremorelikely to remainin school,
complete more years of education, and require
less special education. These eval uations show
apattern of improvement that cannot be denied.
The message from this body of evidenceisthat
early childhood programsincrease the chances
for minority childrento dowell in school andin
later life. However, no education system can be
satisfied with good early intervention programs
without strong K-12 school sthat will maintainand
expand the educational gainsof theearly years.

+ Theeementary through middle school
evaluationswere almost exclusively focused on
test scores. In most cases, improvements were
incremental and even where minority academic
achievement increased, the disparitiesin
achievement between minority and white youth
were highly apparent. Texasis probably the
only state where achievement gaps between
minorities and white studentsare being halved
or cut even more. However, Texas students are
measured on passing rates on only aminimum
competency test. The question of whether
higher levels of achievement are reached
remains unanswered.

+ Because they focus on more than test scores,
the high school/transition programs offer a
better perspective of what isactually happening
with their minority students. Among the

positive findings of some of these programs
were one or more of thefollowing: increased
high school graduation, more high school credits
earned, higher GPAs earned or maintained,
more college prep and Advanced Placement
coursestaken, increased enrollment in higher
level mathematics and science classes, more
college entrance exam-taking and higher scores,
lessneed for remediation in college, higher
levelsof college enrollment at two- and four-
year colleges, higher levelsof collegeretention
and graduation, and continuation in science-
related majorsor professions.

+ Fewer quality evaluationswereavailable at the
postsecondary level with data disaggregated by
race or ethnicity. The postsecondary programs
included in thereport show African American,
L atino and Native American youth succeeding
in demanding careersand entering universities
not just as students, but as professors aswell.
However, their numbersare still quitesmall.

Recommendations

Based on AY PF sreflections on the reported
evaluations, following are actions policymakers,
practitioners, researchers, parents and community
members can take to improve minority academic
achievement.

1. Focuson Improved Academic Achievement and
Outcomesfor All.

+ National leaders should continueto build
consensus around acceptable achievement
gainsand require that these gains be shown for
all student groups. National attention should
focus on achievement differences among the
states and waysto eliminate these differences.

+ States should create benchmarks for
improving academic achievement for all
student groups and provide resources for
school districtsto attain those benchmarks.
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States and school districts should support and
maintain high quality leadership and ensure
the adequate implementation of programsto
enhance minority academic achievement.

School districts and schools should expect
high achievement from all students and
provide academically demanding curriculathat
are meaningful and available across schoolsand
gradelevelsto bring all studentsto higher levels
of knowledge and achievement.

States and localities should develop a multi-
layered “ check” of achievement using a
variety of test measures, such as NAERP, state-
mandated tests, Stanford-9 or ITBS; and aso
useindicatorsthat provide abroad perspective
about students, such as classroom-based
assessments, attendance, behavior (disciplinary
incidents), course enrollment and passing rates,
types of courses completed and graduation
rates, among other measures.

School districts and schools should provide
professional development and support to
ensure that teachers (and other involved adults,
as appropriate) have adeep understanding of
curriculum, arefamiliar with innovative
instructional methods, and have knowledge and
interpersonal competencewith cultures other
than their own.

Schools should provide students, familiesand
communities with specific information on
what constitutes high academic standards and
support their expectationsfor excellenceinthe
educational system.

Families, youth advocates and communities
should hold schoolsaccountablefor high
|levels of achievement for all students, reinforce
academic skillslearned both at home and at
school, and ensure that every child hasan
advocate outside of the school system or

program.

2.

Statesand L ocalities Should Providethe
Necessary Supportsto Ensure Student Success,
including:

Reduced student-to-teacher ratios. A range of
strategies should be employed by schoolsand
programsto provide more personal teaching and
learning environmentsto foster higher levelsof
academic achievement. These strategies may
include smaller classes, small learning
communities, teacher’s aides, team teaching,
tutoring, mentoring and ancillary supports.

Extended learning time. To accelerate and
reinforce student learning, programs should
encourage or require additional timeand
opportunities (such aslonger days, weekends
and summer courses).

Long-term supports. Programs should
encourage student participation over an
extended time (two years or more) to create and
sustain stabl e rel ationshi ps between participants
and knowledgeabl e adults, and to hel p youth
make successful transitionsasthey progressup
the educational ladder.

Scholarshipsand/or financial support.
Programs should providefinancial support to
youth as needed to motivate participation and
persistencein quality educational experiences.
Programs should al so provide continual
guidance to youth and monitor the impact of the
funds on student achievement, retention and
graduation.

Start Early, Don’t Stop.

National leaders, states and school districts
should prevent minority studentsfromfalling
behind by expanding early childhood programs
and providing continuous guidance and supports
through the elementary and high school years.

National leaders, states and school districts
should boost effortsto increase minority
students' entry into and graduation from
postsecondary education.
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At amost every educational level, schoolsand help the nation move beyond afeeling of
community-based programs acrossthecountry are  hel plessnessregarding achievement gaps by
reporting good news about the academic providing specific information on program design
achievement of the minority studentsthey are and strategies about “what works” to enhance
serving. Although gapsoveral aretill large, and academic achievement. Thelarger chalengeis
most reported achievement gainsare small, these creating the national will to set in place
programs have proven thereisevery possibility of mechanismsthat will eliminate differencesin
succeedinginraising achievement for all. academic achievement among students correl ated
I mplementing the recommendati ons above could with race or ethnicity.
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Introduction: Journey Through
Educational Research

Educational researcherswould prefer to think that
their tradeisaprecise, scientific disciplinewith well-
defined concepts and standardized procedures
leading to uncontested results. However, between
theideal andreality thereisusually awide gap.
Socia phenomenaare generally too complex to be
isolated and measured, rigorous research methods
may clash with ethical concerns, and the search for
objectivity may be clouded by program advocacy.
Good researchers strive for abalance between what
should be done (the “ perfect” research) and what
can be done. For those dealing with secondary
sources, that is, research done by others, the
negotiation betweenideal and reality iseven more
frustrating. Jargon-laden research must be decoded
into intelligible language, large amounts of work
must be reviewed to select afew evaluationsfor
inclusion, and at the end, the questions that
propelled the search may remain unanswered.

The making of thisreport reflectsall these
challenges. Thejourney that started 18 months ago
required reviews of hundreds of articles, reports,
books, unpublished manuscripts, and other
documentsto produce the summariesincluded in
thisreport. Thischapter briefly describesthe path
traveled, its obstacles and discoveriesalong the way.
(For adescription of the report methodol ogy, see
Overview and Research Note)

The Journey and Its Obstacles:

The U.S is perpetually awash in ‘new’ and
self-proclaimed ‘ highly effective’ programs for
improving students' academic achievement . . .
The evidence that most of these programs
‘work’ has always been modest, and evidence
of generalizability of effectsis, for the
majority of programs, non-existent (Sam
Stringfield®).

Finding evaluations of any quality isadifficult task,
except for federal initiatives or grantee programs
that mandate such studies. Program evaluationisa
time-consuming process that may take money away
from direct services. For many educators and
youth program practitioners, already struggling with
funding shortages, the ideathat some of this money
will bediverted from servicesto support researchis
anathema. However, without research, program
practitionersmay be perpetuating failing or
mediocreinterventionswhose long-term
conseguences are much costlier to the young people
and society. Although common senseindicatesthat
interventionswithout a proven record of success
should not be replicated, the search for the “magic
solution” seemsto overcome common sense. A
non-scientific estimate of theliterature search
suggests aratio of five “how to” reports—that is,
reports on how to implement a specific but often
untested intervention —to one eval uation of a
program or strategy.

The search processfor thisreport was particularly
challenging, more so than for the two previous

AY PF compendia. Over 200 documentswere
collected for aninitial selection of lessthan 50. As
described in the Research Note, the acceptance of
evaluationsfor the report was dependent on five
criteriathat included popul ation, measurements,
methodol ogy, length of research and scope. The
following paragraphs discuss some of the obstacles
encountered in satisfying the criteriaand how they
influenced thisreport’s outcome. For readers who
areinterested in research but not familiar with its
basic terminology and standards, abrief explanation
is provided at the end of the chapter, under thetitle
“Basic Principles of Educational Research.”
Definitions of research termsareincluded inthe
Glossary.
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Population

The most important caveat about the documents
reviewed wastheir treatment of the population.
First, although theinitial purposewastoinclude
evaluations and programsfor youth from all
minority racial/ethnic groups, thefinal report
includesfew studiesrelated to Native American and
Asian/Pacific Island youth. Thereport’s primary
emphasison African American and Latino youth
reflectsrather alack of information on the other
groups than a search process that focused on these
two groups.

Second, most eval uations report on the student
population as ahomogeneous group, where
demographics, such asrace/ethnicity, appear as part
of adescription, but arerarely taken into account in
theanalysis. Few evaluationsdisaggregated their
findings by sub-groups— ethnicity, gender, socio-
economic status, English proficiency or baseline
academic achievement. Disaggregating data
requires morework during the data collection phase,
demandsalarger pool of studentsto provide
statistically meaningful results, and risksexposing
program weaknesses. However, thistype of
analysisisessential to highlight areasthat require
improvement and areas of proven success, thus
offering key information for school administrators
and program implementers.

The evaluations of Chapel Hill-Carrboro City
Schools (CHCCS) and GE Fund College Bound are
good examples of thevalue of disaggregating data.
Resultsfrom the CHCCS program showed
improved levelsof proficiency in mathematicsand
reading for African American studentswith a
reduction in the score gap between these students
and their white peers. Yet thewriting scoresfor
African American studentsactually declined during
the period of the study. The evaluation for the GE
Fund indicated an overall increasein college
enrollment ratesfor all participants, but more so for
Latinos. However, the gap in enrollment between
African Americansand whitesincreased. Faculty
involved with the two projects can use the datato
examinetheir strategiestoward each group of
students, to replicate the strategiesthat are boosting
minority achievement and revisethe strategiesthat

arenot working. Programsthat claim success
without disaggregating their datamay be helping one
group of studentswhile the other groups continue to
fail. Infairnessto the student population asa
whole, these programs are not achieving their
objectives.

Outcome Measurements

Theinitial criteriafor acceptance of evaluations
required a set of outcome measures that would
provide abroad picture of the students
performance, such as test scores, number and type
of creditstaken, GPA, dropout and attendance
rates, aswell as postsecondary education or
employment data. Thisrequirement wasbased on
the principlethat relying on asingle measureto
assess aprogram may lead to incomplete, and many
times, misguided conclusions. For instance, the
evaluation of Equity 2000, a program that proposes
academically challenging curriculafor al high school
students, shows a 30% increase in student
enrollment in advanced mathematics classes. It also
shows an increase of about 50% in failureratesin
these same classes. Whilethe enrollment data
suggest an accomplishment, the dataon passing
rates indicate the need for much work before the
program claims success.

Despite efforts during the search period, few

eval uations reported more than two measures of
achievement, the most frequent being test scores. It
isinadvisableto use tests as the sole measure of
student knowledge for many reasons. For instance,
multi ple-choice tests measure only onetype of
learning (memorization); some tests have been
criticized asbeing culturally biased against minority
students; some students are great test-takerswhile
others are not; tests evaluate the student on one day
out of 180 or more per school year, and on one set
of specific competencies; testsdo not necessarily
assessthe students’ mastery of essential skills, such
asproblem solving, communicating complex idess,
using different strategiesto reach asolution, or
workingingroups.?2 Notwithstanding the myriad
problemswith testing, thereality isthat testsare
being used across the country as ameasure of school
accountability and student achievement, and as
gatewaysto advancement along the educational ladder.
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Programsthat raisethe test scores of minority youth
doincreasetheyouths chancesof high school
graduation, college admission and successinlater life.

Acceptance of test scores asavalid measure of
student achievement does not solve the question of
whether it should be the sole measure. There are
many methodol ogical limitationsassociated with an
overemphasis on test scores, such as:

+ Habituation— Although questions change with
different administrations of atest, students get
used to thelogic behind thetest and its style.
With time, scoresin that specific test tend to go
up dueto habit, rather than actual improvement
of student performance.

+ Lack of reliability — Few of the current
statewide tests are submitted to statistical
analysesto assesstheir validity and reliability.®

+ Political pressure— Tests may be weakened to
address parental opposition and, inthiscase,
increased test scoreswithin aperiod of time
may reflect achangein thetests (becoming
easier or lowering the cut-off scores) rather than
better-prepared students.

+ Teaching to the test — Higher test scores may
reflect the schools' emphasison teaching to the
test. With teachersfocused on preparing the
studentsto takethetest, it is expected that
scoreswill go up, evenif the students still miss
important competenciesfor future careers,
sacrifice depth for breadth, and do not work on
problem solving and critica thinking skills
important for demacratic citizenship and the
new job market.

¢ “Cheating” the system— Higher test scores
may also hide an increase in dropout ratesor in
the number of studentsidentified ashaving
limited English proficiency or in need of special
education (generally, these studentsare
exempted from statewidetests). Asthe students
who test poorly for various reasons are pushed
out of the system, the average scores of the
remaining studentsincrease. Without other

measurements, such astrend data on special
education enrollment, dropout rate, college
attendance and retention, enrollment in remedial
coursesin college, or type of employment,
conclusions based solely on test scoresare
limited.

All thisbeing said, with the current emphasison
testing it isunderstandabl e that researchersrely on
tests to evaluate the success of a program. Indeed,
the vast majority of evaluations found used test
scores as the sole measure (at least, the sole
guantifiable measure) to assessaprogram’s
performance.

Evaluationsthat use scores on only onetest to
assess a program create a serious obstacle for
comparisonsacross programs. For example, isa
30% increase on the Texas Assessment of
Academic Skills(TAAS) agreater feat than a10%
increase on the California Achievement Test (CAT)?
Evaluationsusing the National Assessment of
Educational Progress (NAEP) can be compared,
sincethisisanationwide assessment (although the
NAEP is not conducted yearly and scores are not
reported for individual students), but few studies
reviewed used NAEP data.* Another question that
remains unanswered by araw test scoreisits
impact on the student’slife. What does athree-
point increase in atest represent for the student? Is
this student now at the expected grade level? How
much more does the student need to be proficient in
the subject?

Trandlating resultsinto gradelevelsor percentiles
facilitates comparisons. For instance, after the
Calvert model wasimplemented at the Dr. Carter
Goodwin Woodson Elementary School, an all
African Americaninner city school in Baltimore, the
first grade average reading comprehension scores
went up 31 points, from the 18" to the 49"
percentile. Thismeasureindicatesthat before
Calvert wasimplemented, Woodson studentswere
scoring on average bel ow 82% of all studentswho
took the Maryland test. One year into the new
program, the average score of Woodson students
placed them closeto themiddle. Thisinformation
does not answer the question of how well the test
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assessed what students need to know to succeed in
life, but very few tests, if any, have such predictive
power.®

Methodology

Design - Methodological rigor should be aconcern
for any researcher, but the standards of rigorous
research are not so clear in the educational field.
Evaluations using control or comparison groups
were rarely found in the search for thisreport. The
majority of the documents that we found compared
the program or school with existing databases at the
district or statelevels. Asthe methodological rigor
weakens, thefindings becomelessreliableor
generalizable, and theresearch processturnsinto an
expensive, but fruitlessexercise. Researcherswho
deal with limited budgets must carefully choosea
design that providesthe required information
without unjustifiable expense. Interestingly enough,
despite complaints of lack of research funding, the
search produced anumber of evaluationswith
highly complex, costly but inefficient designs.

Use of indicators— To evaluate performance
changes, the data collected must be compared
against either abaseline performance (how the
students performed before the program) or some
established indicator (how the studentswere
expected to perform). A claim that 70% of Latino
studentsin aprogram graduated is meaningless
without information on how many students
graduated before the program, or the overall
graduation rate for Latino studentsin that specific
school district or state. An enrollment of 80% in an
algebraclassmay seem high until we discover that
algebraisamandatory coursefor graduation in that
school district, and the enrollment should be 100%.
Numbers gain meaning only within acontext. This
comment should be obvious, but anumber of
rejected eval uations claimed the success of a
program without that context.

Satistical treatment of data— In addition to
including baseline dataand/or contextual indicators,
researchersshould calculate the statistical
significance of their findings. A 12% declineinthe
test score gap between African Americansand white
studentsin aspecific program could reflect either

the positiveimpact of the program or normal
fluctuationsin test scores. Statistical testsare
needed to separate random occurrences from
treatment effects. If these test scores are
performed, researchers must report results,
including levelsof significance. Again, reporting
statistical significanceisabasic research principle
that was frequently forgotten among the documents
reviewed.

Researcher bias— It is not uncommon in the
educational field that aresearch institution or an
individual researcher monopolizesthe evaluation of
specific programsor initiatives. Inanidea world,
third parties (“outsiders’) with no direct interest in
the program should conduct the evaluation to ensure
theimpartiality of analysis. Inreality, however, itis
often cheaper and easier for an “insider” or
advocate with the appropriate research skillsto
conduct an internal evaluation. Fortunately, the
review conducted for thisreport shows that
“insider” evaluations can bejust asrigorousand
impartial asthird-party evaluations. For example,
many school evaluations are conducted through
school district staff. Depending onthelocal political
climate, these studies can be quiteindependent,
particularly when they areintended asinternal tools
of assessment. The Chapel Hill-Carrboro City
Schoolsevaluation isan example of animpartial
insider research. In contrast, anumber of
“outsider” evaluationswere rejected becausethey
contained blatantly biased analysis.

Scope

If we do not describe the possible dystopias we
shall be left only with [our] utopias. If we do
not insist on bringing research findings (which
may be politically inconvenient) into the
public arena, we contribute to the erosion of
democracy (Gipps?).

It iswell-known that academic journalsin any
science (not only education) tend to publish
evaluationsthat show success, while studieswith
negative findingsare politely rejected. Toensurea
more balanced perspective of programs geared
toward minorities, the search included manuscripts
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and unpublished grant reportsin addition to
published articles. Yet, whether the evaluation was
published or not madelittle difference. A tendency
to spin resultsinto success or hide lessthan
successful results was common to the majority of
the documents. Chapel Hill- Carrboro City
Schools, GE Fund College Bound and High
Schools That Work deserve commendation for the
courage to show accomplishments and
shortcomings. Without this courage, program
evaluation becomeslittle more than stati stical
cheerleading. Evaluatorswho hide negative results
or usetheir trade asatool for ideological positions
aredoing adisserviceto policymakers, who will
make decisions based on questionableinformation.
By perpetuating misinformation, these evaluators
are also doing adisserviceto the educational
process and to the youth, victims of failed strategies
disguised as success.

4 N
The first conclusion resulting from the search
process is that the most useful research is
based on simple but methodologically sound
design and provides information that is clear
and easy to understand. This type of
information is essential for educators and
program practitioners who need to convince
skeptics, placate critics, or expand support for
their programs. Less useful are
methodologically unsound evaluations, or
evaluations that are so complex and hard to

read that, high quality or not, they provide little
usable information to policymakers and

practitioners.

Report Overview

A brief overview of the evaluations selected for this
report reflectsthefollowing characteristics:

+ Range. The selected evaluations present a
mix of policy initiativesand public or private
programs. Together, the summaries span the
educational ladder, from early childhood to
graduate education. Although some district-
widereforms address all gradesfrom K-12,
evaluations of programs or initiatives that
specifically target middle school students
were not found. The search, albeit quite

extensive, may have missed such programs,
but thisfinding is worrisome, since many
students who drop out of school start falling
behind in middle school.

Population. Few programs and initiatives
target specific racial/ethnic groups. The
majority serve alarge number of minority
students for two basic reasons. First, the
magjority of evaluations dealt with programs
andinitiativestargeting Title| schools, that is,
schoolswith large numbers of studentsliving
at or below the poverty level. Although
poverty isby no means an exclusive problem
of minorities, minority children and youth are
over-represented among the poor. Second,
some programs are located in areaswhere a
specific minority group predominates, such as
Latinos in Puerto Rico and some schools
districtsin California, and African Americans
in Washington, DC, and Baltimore. The
Population textbox in each of the evaluation
summariesin Section |1 reportsthe
population in each study by racial/ethnic
group, incomelevel, geographical location,
and program targeted level.

Methodology. The studies summarized inthis
compendium vary in design and
methodological rigor. Nineteen out of the 38
summaries use a control or comparison

group, four arelongitudinal studies, nine
employ the pre/post-treatment method and
eleven comparetheir findings against district,
state or national databases (some use more
than one method). Four summaries are
descriptive only.

Measures. For K-12 programs, test scores are
the most common measure of academic
achievement. Most evaluationsrely on one
type of test, often the state-mandated test. A
few studies use standardized tests adopted
nationwide, such asthelowaTest of Basic Skills
(ITBS) and the Stanford-9 (SAT-9).” Among
other indicators, high school programsfrequently
cite college enrollment data, while postsecondary
education programslook at retention rates. Few
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reportsprovide dataon employment, including
Tribal Colleges, Compact for Diversity and the
threelong-term studiesof early childhood
programs (Abecedarian, Child Parent Centers
and High/Scope) .2

Thisanalysisdiscussed utopias and dystopias, the
politically inconvenient but statistically significant.
The hopeisto contribute information that can guide
educatorsand policymakersto better informed
choicesof strategiesand initiativesthat improvethe
academic achievement of minority youth; and foster
abetter understanding of the need for evaluation
studiesthat ook at facts, rather than dreams, and
reality, rather than rhetoric. Thishopeistranslated
in the recommendations bel ow.

Recommendations

+ Alarge-scale, national and comprehensive
educational research agenda must be
devel oped to (a) determinewhich strategiesand
policies haveresulted in the most benefit, for
whom, and at what cost, (b) provide guidance
to evaluators on what type of research would be
most useful to policymakersand practitioners,

and (c) provide guidanceto practitionerson
why quality research isneeded, how toinitiateit
and useit.

+ Public and private funding sources must
requireand support high quality program
evaluationsand utilizefindingsto improve
policy and practice, rather than to punish
programs.

+ Data must be disaggregated by race, ethnicity,
limited English proficiency, disability status,
gender and poverty level and be made publicly
accessibleto researchers, educators,
policymakers, familiesand the public at large.

+ Researchersshould look into a range of
achievement indicatorsincluding, numbers of
studentsenrolled and dropping out, attendance,
test scores, GPAs, graduation, suspensions,
expulsions, and special education referrals.
They should also trandate their findingsinto
languagethat isaccessibleto policymakers,
practitioners, educators, familiesand students,
so that research findings can be translated into
better education policiesand practices.

Addendum: Basic Principles of
Educational Research

The next paragraphs attempt to provide readers
who are not familiar with research with some very
basic tools to help them navigate the summaries
and use the findings to make their own assessment
about the programs. These paragraphs reflect the
many discussions about research among the
members of the editorial team. However, its
inclusion is not without a certain hesitation since
a large amount of information is necessarily omitted.

Control Groups

The use of control groups provides the most
rigorous design to assess the effect of an
intervention, but it also raisesimportant ethical
guestions. In educational research that uses control
groups, two groups of individuals are randomly

sel ected — one group attends the program (treatment

group) and the other does not (control group).
When using acontrol group, the researcher ensures
that the two groups are as similar as possible and
limitsthe factorsthat may interferewith the
education process. Thiscontrol enablesthe
researcher to attribute later differences between the
treatment and the control groupsto the program’s
effect with some degree of certainty (total certainty
isan unattainableideal). However, acontrol group
supposes that the evaluators, with the consent of
program directors or implementers, made achoice
to provide a strategy that may help agroup of needy
youth whilerefusing it to another needy group, a
difficult decisionfor any concerned individual.
Programsthat have more applicantsthan openingsand
sdlect studentsthrough alottery process have anatura
control group in the studentswho do not win the
lottery. Thelottery isatotally random processthat
excludesthepossibility of personal biasfrom admission
personnel, but few programs usethis system.
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Comparison Groups

Evaluators can solvethisproblemin part by finding
acomparison group, that is, an existing group of
students similar to the treatment group who will not
attend the program. For instance, studentsin two
schoolsthat are demographically and academically
similar where one school implementsthe program
and the other does not. A popular comparisonin
educational research isbetween studentsina
specific program and district wide, statewide or
nationwide data. Thistype of comparison groupis
the easiest to identify, because the data already
exists, but istheleast reliable, since large databases
include schoolswith different academic
achievement, socio-economic background, type of
personnel, and funding levels.

Matching

Control and comparison groups must be matched
for demographics, socio-economic status, and prior
academic performance to ensure that they are
similar. If the groups are not matched on all these
factors, the evaluators cannot infer whether the
findingsreflect program effect or theinitial
differences between the groups. A treatment group
starting at ahigher academic level than the
comparison or control group ismorelikely to show
higher scores even without the program. Or the
converse may betrue. The treatment group may have
more studentswho are struggling academically. Inthis
case, results may favor the control or comparison
group evenif theprogramisworking. Althoughthis
explanation appearsobvious, wefound eval uation
studiesthat claimed program successbased on
comparisonsof groupsthat differintheir basic
demographicsand performance characteristics.

Pre- and Post-Treatment Data

Research using pre- and post-treatment data does
not have the problem of group differences, but
brings up other concerns, such asdifferencesin
tests used to measure progress, natural student
maturation, or interferences dueto the exit and
entrance of students, changesin school personnel,
and other factors.

Timing and Longitudinal Studies

Timeisan important factor in evaluations. A study
conducted too early, beforethe strategiesarefully
implemented, will not show clear results. Studies
wherethe datais collected only once do not provide
information about the program’s ability to promote
changes on an ongoing basis. Itisnot unusual that
aprogram shows positive short-term changesasa
result of the attention generated duringitsinitial
implementation. If thisisthe case, results may
declinethefollowing year, when the novelty has
passed and the attention wanes. Longitudinal
studies provide the best information to assessthe
program’s performance. However, longitudinal
studies are both difficult toimplement and
expensive. In addition, asthe time passes, contact
with research participants becomes more difficult,
theinitial treatment and control group dwindle, and
resultsfrom such small samplesbecomeless prone
to generalization. The Abecedarian Project, Child
Parent Centers and High/Scope Perry Preschool
are examples of the advantages and difficulties of
long-term longitudinal research.

Use of Samples

In research, population isthe generic name for what
isbeing studied (it can berats, asin experimental
psychology research, aswell as schools, students
and teachers). Studiesof small programsthat exist
inone school should includeall the studentsasthe
resultswill bemorereliable. However, for large
studies, such as programsimplemented in many
schoolsor large school districts, it may become
impossible to manage the study using thewhole
student population and the use of samples becomes
imperative. Ingeneral, samplesarerandomly

sel ected using sometype of lottery, computer-
generated numbers, or similar process. Researchers
can al so select samplesto answer specific research
guestions. For instance, they can select only the
best schoolsin adistrict to compare with the best
schoolsin another district, or they can select only
mal e students to analyze how a program affects
males. When researchers select the sample, they
should explain their selection process.
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Sample Size

The size of the sample isimportant to ensure that
results can be generalized to the total population.
If the sampleistoo small, it may not be suitable
for statistical tests. One of the problemswith
disaggregating dataisthat, when the total sample
isdivided, each sub-group must be large enough
to provide statistically significant results. Terms
such aslarge or small arerelativeto theinitial
size of the population and the type of study being
conducted, including the questions asked and the
type of tests required.®

Statistical Significance
After ensuring the quality of the comparisons,
evaluators must also identify whether the results

have statistical significance, that is, whereresults
cannot be attributed solely to chance. There must
be some degree of confidence that the results can be
attributed to the program. In educational research,
a95% confidencelevel isconsidered good; in
medical research, wherelife and death are at stake,
5% uncertainty may be too much. This confidence
statement can be expressed in level s of significance.
A differencein test scores between two groups of
studentsthat issignificant at the 5% level means
that only 5 out of 100 students got that test score by
chance. For the other 95, the changein gradeisan
effect of the program. Levelsof significance (p) are
generally written asamathematical expression
where p<0.5 (for a5% significancelevel) or p<0.2
(2% significancelevel) and soon.

Following are 38 summaries of evaluations on programs and practices
that influence the academic achievement of minority youth.

1. Stringfield, Sam. “Underlying the Chaos. Factors
Explaining Exemplary U.S. Elementary Schoolsand the
Casefor High-reliability Organizations.” In Restructuring
and Quality Issues for Tomorrow's Schools, edited by T.
Townsend. London: Routledge, 1993.

2. For adiscussion of tests as measures of academic
performance, see Bracey, Gerald. Thinking About Tests
and Testing: A Short Primer in Assessment Literacy.
Washington, D.C.: American Youth Policy Forum, 1999
(availableat http://www.aypf.org/BraceyRep.pdf );
Natriello, Gary and Aaron Pallas. The Development and
Impact of High Stakes Testing. Paper presented at the
High Stakes K-12 Testing Conference, sponsored by The
Civil RightsProject, Harvard University, Teachers College,
ColumbiaUniversity, and ColumbiaLaw School, 1998
(http://www.law.harvard.edu/groups/) ; Rotberg, Iris. “Five
Myths about Test Score Comparisons,” School
Administrator, 53 (1996): 30-31, 34-35.

3. Vdidity refersto whether thetest measureswhat itis
supposed to measure (for instance, does the test measure
theknowledgein English expected from a5th grader in
Texas?). Reliability refersto whether the test results can
bereplicated (do Texan 5th graderswell-versed in English
always score within asame range every time they take the
test or are the resultstoo unpredictable?). For more
explanation on thistopic, see Bracey, op. cit.

4.  For adiscussion of comparisons between TAAS and other
tests, including the NAER, see Jerald, Craig D. (2001).
Real Results, Remaining Challenges: The Story of
Texas Education Reform. Washington, D.C.: The
Business Roundtable.

5. Bracey, op. cit., hasadiscussion on the use of the SAT on
“predicting” student performancein college.

6. Gipps, Caroline. The Role Of Educational Research In
Policy Making In The U.K. Paper presented at the
American Educational Research Association (AERA)
Conference, Atlanta, Georgia, 1993, p.16.

7. For explanations about thetests used in each evaluation, the
reader is referred to the Sudy Methodology section at the
end of each summary. For abrief description of thetests,
please refer to Glossary.

8. Employment datainthe Early Childhood evaluationswas
not included in the summary but can be accessed in thefull
document.

9. Avery accessible, easy-to-read introduction to sampling is
Sudman, Seymour. Applied Sampling. New York:
Academic Press, 1976.
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Abecedarian Program

A Summary of:

“The Development of Cognitive and
Academic Abilities: Growth Curves from an

Early Childhood Educational Experiment”
(2001) Developmental Psychology 37(2) 231-242.
By Frances A. Campbell, Elizabeth P. Pungello,
Shari Miller-Johnson, Margaret Burchinal, and
Craig T. Ramey.

“Early Intervention and Mediating
Processes in Cognitive Performance of

“Cognitive and School Outcomes for High-
Risk African American Students at Middle
Adolescence: Positive Effects of Early

Intervention” (Winter 1995) American
Educational Research Journal 32(4): 743-772. By
Frances A. Campbell and Craig T. Ramey.

4 )
Focus

v'  Early Childhood
v" Primary School

Children of Low-Income African American Z;i‘i'ﬁdiﬁﬁ"s‘ﬂhoo.

Families” (October 1997) Child Development Postsecondary

68(5): 935-954. By Margaret R. Burchinal, S S T )

Frances A. Campbell, Donna M. Bryant, Barbara H.

Wasik, and Craig T. Ramey.

Overview e ™
POPULATION

Begunin 1972, the Abecedarian program wasan
experimental pre-school program serving the
children of low-income, African American families
in Chapel Hill, North Carolina. Thefull-day, year-
round program served the children from their
infancy until the age of five. The program provided
free diapers, food, and transportation aswell as
academic, physical, and social enrichment activities.
Aschildren entered kindergarten, the program
further divided the control and treatment groups,
providing “ school-age support” to half of each
group, so evaluators could determinethe different
effectsof pre-school and primary school
interventions. The* school-age support” was
provided by aHome-School Resource Teacher from
the program who served as aliai son between the
students’ familiesand school officialsfor thefirst
threeyearsthat the children attended public schools.
Abecedarian staff also provided parentswith
individualized curriculum packetsto help them work
with their children at home on academic lessons.
Theexperimental program ended by designinthe
mid-1980sin order for researchersto track the

At the outset of the longitudinal study, the
directors selected 111 healthy infants (average
age of 4.4 months), who were found to be at
“high risk” because of family income and
maternal education level. (The mothers were all
low-income. They had on average a tenth grade
education and their average age was 20.)
Although ethnicity was not a selection criterion,
98% of the children were African American,
because a higher percentage of poor people in
the locality served were African Americans. Of
the 111 infants in the original sample, 57 were
randomly assigned to enroll in the Abecedarian
program and the remaining 54 were assigned
to the control group. The control group
children experienced a range of early care
including parental care and other child-care
programs available in low-income communities.
Half of the children in each group were chosen
at random to receive additional academic
support in the first 3 elementary school grades.
For the 21-year follow up study, the evaluators
interviewed and tested 104 of the original
Kparticipants in Abecedarian.
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effectsof the program on cognitive ability and
academic performance of participating studentsas
they continued up the educational ladder. Thebasic
elements of thisprogram werereplicated inthe

Infant Health and Devel opment program provided
for nearly 1000 low-birth-weight children at 8 sites
acrossthe nation.

Key Findings

The strongest effects of the Abecedarian preschool
program occurred whilethe youth and their families
were participating in the project. But the studies
summarized here focus on the academic
achievement effects that endured through the teen
years and early twenties, more than a decade after
participants had | eft the program.

Relativeto their peersin the control group at age
15, the program participants:

+ Had alower rate of grade retention in grades K -
9 (31.2% vs. 54.5%; p=.02).

+  Werelesslikely to need special educationin
grades K-9 (24.5% vs. 47.7%; p=.02).

+ Had ahigher adjusted mean reading score on
the Woodcock-Johnson test (93.5 vs. 86.7;
effect size of .45).

+ Had ahigher adjusted mean math score on the
Woodcock-Johnson test (91.6 vs. 86.1; effect
size of .37).

Relativeto their peersin the control group at the age

of 21, the program participants:

4 )
“The [ Abecedarian] outcomes show that high

quality educational childcare can make a

dramatic difference in the lives of young

African American adultsreared in poverty.”
—Frances Campbell and
Craig Ramey, evd uatorsj

(.

+ Had completed more years of school (12.2 vs.
11.6; p<.05).

+  Weremorelikely to have attended afour-year
college (35.9% vs. 13.7%, p<.05).

+  Weremorelikely to bein school (42% vs. 20%,
p<.05).

+  Weremorelikely to be engaged in skilled jobs
(47% vs. 27%,; p<.05),

In terms of gender, women who had been in the
preschool program earned 1.2 years more education
than their peersin the control group (12.6 vs. 11.3;
p<.05), but the difference for men was not
significant.

Program Components

The Abecedarian program was designed asan
experiment to determinethe effect of high quality
educational childcare on children from low-income
families. Theselongitudinal studiesincludeall of the
program participants and arandomly assigned
control group that did not participateinthe early
childhood program. The program provided half of
each group with additional academic support from
first through third gradein a* school-age
intervention” to determinetheimpact of
intervention timing.

+ Frominfancy to age 5 (when public
kindergarten began), children attended the
program eight hours aday, five days aweek,
fifty weeks ayear.

+ Atinfancy, the caregiver to child ratiowas 1:3.
A specially designed Abecedarianinfant
curriculum covered cognitive and fine motor
development, social and self-help skills,
language and gross motor skills. Diapers, food
and transportation were provided to all
participants.
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+ Aschildren grew to becometoddlers, the staff
to child ratio decreased to 1:6. The curriculum
included interest centersfor art, housekeeping,
blocks, fine-motor manipul atives, language and
literacy. A specia emphasisonlanguage
acquisition required daily or semi-weekly
individual sessionswith each child.

+ Beforethe participants entered kindergarten,
they participated in asix-week summer
transition program that included other children
from the community to facilitate socialization of
the Abecedarian participants.

+ Parents of Abecedarian students served on the
center’sadvisory board, attended social events
at the center and received counseling by the
center’smedical staff on child health and
development.

+ Half of the participants and the control group
alsoreceived a“ school-ageintervention” from
grades K-3 (with astaff to child ratio of 1:14).
This phase of the program was designed to
involveparentsin their children’seducation.
One Home-School Resource Teacher (HST)
served groups of 14 children and their families,
providing themwith individualized curriculum
activitiesto reinforce math and reading skills
learned in school. The HST visited classrooms
every other week to consult with teachers about
the students' needs and on alternate weeks
delivered a curriculum to the parents. The HST
also “functioned likeasocial worker” serving
other needs of the family and referring them to
appropriate agenciesfor services.

Contributing Factors

Early I ntervention

Evaluators determined that “the preschool treatment
was more strongly associated with theimprovement
in academic achievement than wasthelater school-
ageintervention.” Yet they admit that variables such
asduration and strategy of intervention (direct
instruction vs. parent-mediated home activities)
madeit difficult to determine why thiswas so.

L ong-term Support

Full-time, year-round childcarefor fiveyearswas
availableto children from low-incomefamilies, and
the continuity of service seemed to be afactor in
the program’ sresults.

I ndividualized Attention

The high staff to student ratios at every stage of the
Abecedarian program allowed staff to individualize
enrichment activities, language lessons and higher
level academic curriculum activitiesfor each child.
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STUDY METHODOLOGY

For an explanation of the random selection of 111
participants in the treatment and control groups,
see the “Population” section of this summary. The
evaluators measured the social and intellectual
development of both groups at ages 3, 4, 5, 6.5
and 8 years old with the Stanford-Binet
intelligence scale and the Wechsler Preschool
and Primary Scale of Intelligence. The
Woodcock-Johnson Psycho-Educational Battery
(a standardized achievement test) was
administered to the students at age 8, 12, 15, and
21 to measure math and reading achievement. Of
the initial 111 participants in the treatment and
control groups, 104 were available for testing and
interviews at the age of 21.

EVALUATION FUNDING

The 21-year follow-up studies of the Abecedarian
Project were funded by the Maternal and Child
Health Bureau of the Department of Health and
Human Services, the Office of Educational
Research and Improvement, the Department of
Education and the David and Lucile Packard
Foundation. The program and earlier phases of
\the research were primarily funded by a series of

grants from the Mental Retardation and
Developmental Disabilities Branch of the National
Institutes of Child Health and Human Development
and the State of North Carolina.

GEOGRAPHIC AREAS
Chapel Hill, NC

CONTACT INFORMATION

Research Contacts

Frances A. Campbell

Frank Porter Graham Child Development Center,
CB# 8180

University of North Carolina

Chapel Hill, NC 27599-8180

Phone: 919.966.4529

http://www.fpg.unc.edu/~abc/
campbell@mail.fpg.unc.edu

Craig Ramey, Director

Civitan International Research Center
University of Alabama, Birmingham
1719 Sixth Avenue, South
Birmingham, AL 35233

Phone: 205.934.8900
Cramey@uab.edu

American Youth Policy Forum




Raising Minority Academic Achievement 49
Advancement Via Individual
Determination (AVID)

A Summary of:

“AVID: A 20" Anniversary” (2000)
Unpublished Report, The AVID Center. By Mary
Catherine Swanson.

“Constructing School Success: The
Consequences of Untracking Low-Achieving

Students” (1996) Cambridge University Press. By
Hugh Mehan, Lea Hubbard, et al.

“Longitudinal Research on AVID, 1999- 4 Focus )
2000: Final Report” (June 2000) Center for Early Childhood
Research Evaluation and Training in Education. Primary School
By Larry F. Guthrie and Grace Pung Guthrie. ¥ Middle School
v' Secondary School

“ . Postsecondary

AVID Research and Information: Annual Extended Learning
Report, 1998-99" (1999) Unpublished Report, ~ -
The AVID Center. By Mary Catherine Swanson.
Overview [ POPULATION h

Two Englishteachersat Clairemont High School in
San Diego, CA founded Advancement Via
Individual Determination (AV1D) in 1980, because
they were concerned with the large number of

studentsunlikely to pursue postsecondary education.

Research has shown that well-behaved, C-average
studentsfromlow-incomefamiliestend to receive
theleast attention from teachers and school
counselors. Subsequently, these studentsenroll in
less demanding coursesthat do not prepare them to
enter four year colleges. AVID providesthese
studentswith acollege preparatory program that
relieson teacher professional development, a
rigorous course of study, and the use of college
students astutors and role models. Every
participant of the program takes an additional
elective classduring theregular school day, which
emphasi zeswriting skillsand cultivatescritical

AVID serves more than 70,000 students enrolled
in over 1000 middle and high schools in 20
states and 14 countries. Demographic
characteristics of participants vary by school
and state. Some schools have a large
population of Latino students, others of African
Americans. The program serves all students
regardless of their ethnicity or socioeconomic
status, but it focuses on low-income students
who are the first in their families to have the

opportunity to attend college.
L pp % J )

inquiry. AVID hasreceived anumber of awards,
including the Golden Bell Award of 1995 for the
California School Boards Foundation, the A+ for
Breaking the Mold Award from the US Department
of Education and the Pioneering Achievement in
Education Award from the CharlesA. Dana
Foundation.

Key Findings
Since AVID isacollege preparatory program,

evaluators used longitudinal studiesto determinethe

program’simpact on college access and success.

+ Nealy 95% of AVID’sgraduatesenrall incollege.

+  Seventy-seven percent of AVID’sgraduatesenroll
infour-year colleges.

American Youth Policy Forum



50

+ Forty-three percent of AVID’sLatino graduates
(who have participated in the program for at
least three years) enroll in four-year colleges.
Evaluators compared thisto a1990 national
averagefor Latinos of 29%.

+ Fifty-fivepercent of AVID’s African American
graduatesenroll infour-year colleges.
Evaluators compared thisto a 1990 national
averagefor African Americans of 33%.

¢ Morethan 80% of the AVID graduatesremain
enrolled in college two years after admission.

+ AVID graduates maintain an average GPA of
2.94.

A morefocused look at the 1995-96 class of AVID
graduatesin San Diego County revealed that AVID
produced disproportionately large percentages of
African American, Asian, and Latinofirst-time
freshmen in both the University of Californiaand
California State University Systems. Though AVID
minority students made up about 7-8% of the high
school graduating classfrom San Diego County in
1996, they made up 22-42% of the CSU freshman
coming from San Diego [see chart].

The California State Department of Education
indicates that from the 1985-86 school year to
1991-92, AV D schoolswitnessed:
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A dropout rate that declined 37% as compared
to a14% drop in non-AVID schools.

The number of seniors completing afour-year
college preparatory course of study increased
by 95% compared to a 13% increase in non-
AVID schoals.

The percentage of graduatesfrom AVID schools
enrollingin Californiapublic universities
increased by 35% compared to a 1% decline for
non-AVID schools.

Program Components

Thefollowing essential elementsarerequiredif a
school isto receive certification asan AVID site:

+  Prior to theimplementation of the program the
teacher/coordinator, the site administrator, and a
team of subject areateachers must attend an
AVID Summer I nstitute.

+ Theschool must identify resourcesfor program
costs, purchase program material s and commit
to ongoing participationinthe AV D staff
devel opment and certification process.

Student selection must focus on underachieving
studentsin the middle who havethe ability to
succeed in acollege preparatory curricular path.

Participation must be voluntary.

The program must beimplemented asan
integral part of the school day.

Tutorsmust be available, and receivetraining,
toimplement AVID curriculumwriting
assignments, made relevant to the students’
lives, and problem solving that fosters critical

inquiry.
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¢+ TheAVID curriculum must providethebasis
for instruction in the classroom.

+  Program implementation and student progress
must be monitored and results analyzed.

* Theschool must feature an active,
interdisciplinary Site Team.

Upon entering the AVID program, students:

+ Enroll inadvanced level college preparatory
classesthat fulfill four-year college entrance
reguirements.

+ Aretutored by college students and exemplary
high school peers, who have been trained to use
specific teaching methodol ogiesand materials.

+ Attend sessionswith guest speakersfrom
educational institutionsand the business
community.

+ Participateinfield tripsto places of educational
and cultural interest.

+ Receiveclassesonnotetaking, study skills, test
taking, time management, effectivetextbook
reading, library research kills, preparationfor the
SAT/ACT, collegeentrance and placement exams.

+ Receivehelp preparing college applicationsand
financial aid forms.

A staff devel opment program integrates curriculum
standardswith specific student achievement goals.
The program focuses on improving students' grades
in college preparatory coursesand improving
motivation among students from under-represented
groups. Professional development isprovided
during the AVID Summer Institutes and monthly
follow-up workshops.

For schools outside of California, the cost of
implementing the AVID program is $540 per student
(about $3 per day) in year one. By the third year of
implementation, the cost dropsto about $1 per day
per student. For schoolsand districtsin California
the per-pupil cost isabout $180 per year. In
Cdlifornia, AVID isastate-supported program.

Contributing Factors

Parental Participation

Ongoing home contact in theform of regular
telephone calls, letters and meetings for parents
and students, and the presence of a Parent’s
Advisory Board, are vital to the success of the
program. AVID provides aparent-training
curriculum designed to assist familieswith the
college-going process.

Redefinition of Roles and Responsibilities

AV 1D expects parents, businesses and universities
to sharein the task of preparing and motivating
studentsto continue their education beyond high

school. Students assume the responsibility for
learning, while receiving support and help from
the community. AVID providestheforumin
which students are nurtured and challenged.

Peer Support

Working in groups, students are taken out of the
isolation that characterizesthetraditional high
school program. They become a part of a new peer
group that sharestheir goals. Learning groupshelp
studentsrealize the connection between power and
learning, and oncethat connection is established,
students become independent learners.
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STUDY METHODOLOGY

The 1998-99 report drew data from 521 AVID
sites that included 292 high schools, 223
middle schools, and 5 other sites. In total,
these sites served 29,799 students. The
longitudinal study undertaken by researchers at
CREATE compiled data for 26 California high
schools in 8 different regions of the state. The
AVID 20" Anniversary Report included data on
645 program sties, including 326 high schools,
289 middle schools, and 30 other sites, serving
36,839 students.

EVALUATION & PROGRAM FUNDING
School districts as well as state and local
education contracts funded the evaluation. The
program is funded by a combination of site and
district resources. In California, AVID is a state-
funded program with 11 regional centers.

GEOGRAPHIC AREAS

In the school year 2000-01, AVID was

implemented in AZ, CA, CO, FL, GA, ID, IL, IN,
\KS, KY, MA, MD, NE, NV, NJ, NC, SC, TN, TX,

VA, and Department of Defense Dependents
Schools Overseas. Canada is among the 14
countries with AVID programs.

CONTACT INFORMATION

Research Contacts

Larry Guthrie, Director &

Grace Pung Guthrie, Co-Director

Center for Research,

Evaluation, and Training in Education (CREATE)
1011 Cabrillo Avenue

Burlingame, CA 94010

Phone/Fax: 650.579.0880

CREATE @worldnet.att.net

Program Contact

Mary Catherine Swanson, Executive Director
The AVID Center

5353 Mission Center Rd., Suite 222

San Diego, CA 92108

Phone: 619.682.5050

Fax: 619.682.5060

www.avidcenter.org

avidinfo@avidcenter.org

American Youth Policy Forum




Raising Minority Academic Achievement 53

Alaska Onward to Excellence &
Alaska Rural Systemic Initiative

A Summary of:

“Study of Alaska Rural Systemic Reform:

Final Report” (October 1999) Northwest
Regional Educational Laboratory and University of
Alaska Fairbanks. By James W. Kushman and Ray
Barnhardt.

Focus
Early Childhood
Primary School

NS S

Middle School
Secondary School
“Closing the Gap: Education and Change” PoziEEEetary
. . Extended Learning
(October 1999) Northwest Regional Educational L )
Laboratory and University of Alaska Fairbanks. By
Jerry Lipka.
Overview e D)
POPULATION

These studies evaluated two mutually reinforcing
reforms called AlaskaOnward to Excellence
(AOTE) andthe Alaska Rural Systemic Initiative
(AKRSI). Funded by the Meyer Memorial Trust
and implemented by the University of Alaska
Southeast and the Alaska Comprehensive Regional
Assistance Center, AOTE was adopted by villages
and school districts striving to create educational
partnerships between school s and the communities
they served. Funded by the National Science
Foundation and directed by the University of Alaska
at Fairbanks, AKRS! integrated theindigenous
knowledge system and the formal education system.
Inturn, thismeant engaging communitiesdeeply in
education; fully integrating native culture, language
and ways of knowing into the curriculum; and
meeting Alaska' s state-driven academic standards
and benchmarks. In AOTE, school districtsand
village schoolsworked closely with community
stakehol ders (parents, elders, other community
members and students) to establish amission and
student learning outcomes. Villageimprovement
teams then designed action stepsto achieve district
goals. AKRSI stroveto provide asolid foundation
for academic growth and learning in ten content

The studies focused on 7 rural Alaska
communities — primarily subsistence
communities serving Eskimo and Native
American students — that had implemented
AOTE. The vast majority of families with
children in these schools relied on subsistence
hunting and fishing for a significant portion of
their livelihood. Their average cash income is
less than $20,000 per year, and unemployment
runs from 25-37%. The 7 communities
covered in the studies — all isolated villages or
towns reached by small airplane — range in
size from approximately 125 to 750 residents.
Most villages were comprised of 90-98% Alaska
Native people. The schools served as few as 20
or as many as 200 students in grades K-12. Of
the 2,368 teachers in Alaska’s rural schools in
1998-99, nearly one-third were new to their
\positions.

areas: reading and writing, math, science, world
languages, history, geography, government and
citizenship, technology, artsand skillsfor ahealthy
life. Most schoolsincorporated learning activitiesin
the native language of thevillageinto English-based
curriculum.
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Key Findings

Evaluatorsinvestigated whether the schoolsand
communitiesthat had implemented AOTE anytime
from 1992-1996 had been able to work together for
the good of students.

Southwest Region Schools (SWRS) — thedistrict
highlighted in Lipka's case study — wasthe district
ableto implement the program most closely to the
model and showed the most positiveimpacts.

+ Thepercent of studentsattending collegerose
dramatically (from 10% in 1988-89to 50%in
1996-97) among SWRS [see chart].

+ SWRShigh school seniors experienced asteady
increasein ACT scores between 1991-98.
From 1995-96, differencesin test scores
between students graduating from SWRS and
taking the ACT test and state and national
average scores narrowed. The differencesin
test scores between SWRS and the state
average declined from 6.9% to 5.96%,
narrowing the gap by approximately 14%.

+ The SWRS school superintendent set goalsfor
the district: 80% or more of each classhad to
meet the required competenciesfor itsgrade
level and 100% of the competenciesfor the
previousgradelevel. In 1996-97, 100% of first
and second graders mastered 80-100% of
required grade-level language artsskills,
compared with 67% of first graders and 92% of
second gradersin 1995-96. Other grades
showed less significant impacts.

+ In 1996-97, 100% of first graders and 92% of
second graders mastered 80-100% of required
grade-level math skills, compared with 68% of

“It is easy to start new reforms but difficult to
keep up the momentum in order to bring about
deep changes in teaching and learning.”
—James Kushman and Ray Barnhardt,
evaluators, AlaskaOnward to Excellence

(« The case studiestell what happened asrural
schools embarked on a change journey through
AOTE and other reform activities, paying
attention to important educational
accomplishments and setbacks, community
voices and the experiences and learning of
students.”

—James Kushman and Ray Barnhardt,

evaluators, AlaskaOnward to Excellence
\ J

first graders and 66% of second gradersin
1995-96. In 1995-96, the number of eighth-
grade students scoring in the top quartile on the
math achievement test was more than the
number of students scoring in the bottom
quartile.

Studentsfrom Tatitlek in the Chugach School
District performed better on the CAT/5, Woodcock
Reading and Six-Trait Writing assessments after the
AOTE nitiative.

For the Klawock School District, therewere
improvementsin bringing up the bottom quartilein
grade 4 reading, grade 4 math, and grade 8 language
on state-sponsored achievement tests (lowa Test of
Basic Skillsand CdiforniaAchievement Test).
Theseimprovements occurred during five years of
school reformsinthat district including AOTE,
initiativesin strategic planning, outcomes-based
education and curriculum alignment with state
standards.

The AKRSI evaluation compared dropout rates,
college enrollment and choice of major for alumni
fromrural AKRSI districtsand from comparable
rural districtswithout theinitiative.

+ Between 1995 and 1998, the dropout ratein
AKRSI schoolsdeclined .9%, whilethe decline
in comparable non-ARK Sl rural schoolswas
.3%. Yetin 1998 AKRSI schools continued to
have higher dropout rates over all (3.5% vs.
2.4%).
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* Between 1995 and 1998, the number of
studentsenrolling for thefirst timeasfull-time
studentsat the University of Alaskaat
Fairbanksfromthe 20 AKRSI districts
increased from 114 to 149 at the same time that
rural enrollment in 28 comparablerural districts
without AKRSI decreased from 145-134.

* Between 1994 and 1998, the number of Native
studentsat the University of Alaskaat
Fairbanks majoring in Science and Engineering
nearly doubled (from 36 to 70).

4 N\
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Program Components

Thevision of AOTE wasto bring research-based

practicesto Alaska school sthrough aprocessthat
deeply involved the whole community in adistrict
and school improvement process.

+ A focuson student learning was at the heart of
AQOTE. The philosophy behind the reform
initiativewasthat all students can learn and that
reform leaders must strive for equity and
excellencein student learning. This philosophy
was emphasized in workshopsby AOTE
devel opersthat hel ped schoolslaunch AOTE
implementation.

¢ Community-wide commitment was sought as
communitiesand schools shared |eadership for
theimprovement processthrough multi-
stakeholder district and village |eadership teams.

¢ Adult learning was a strong component within
AQOTE, which emphasizesinformation gathering
by adults so that decisionsareinformed by local
culture and values, aswell asresearch-based
practices.

+ Local heritage, language, cultureand native
ways of knowing were accepted aslegitimate
parts of formal education and were viewed as
strengths on which to build the AOTE
curriculum.

AKRSI used fiveinitiatives“to increase the
involvement of AlaskaNative peopleinthe
application of Native and non-Native scientific

knowledge to the solution of human problemsin an
Arctic environment.”

+ Native Waysof Knowing and Teaching:
Documenting, validating and supporting
traditional ways of knowing and pedagogical
practicesin rural schools.

¢ Culturaly Aligned Curriculum Adaptations:
Focusing onindigenous areas of content
knowledge such asweather forecasting, animal
behavior, navigation skills, edible plants/diet/
nutrition and medicinal plants/medical
knowledge.

+ Indigenous Science Knowledge Base: Surveying
and documenting indigenous knowledge systems
in each cultural region of Alaskaand creating a
CD-ROM -based Regiona Cultura Atlasfor usein
teaching and research.

+ Eldersand Cultural Camps: Establishing an Elders
in Residence program and Cultural campsat
several rural campusesassociated withthe
University of Alaska, and setting up guidelinesto
protect theintellectual and cultural property rights
of native peoples.

+ VillageScience Applications: Creating Alaska
Native sciencecamps, fairsand exploratoria,
scientist-in-residence programsintheschools, and
partnershipswithlocal businessesto show Native
Alaskan youth thereal world applications of
science and inspirethem to enter thefield.
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Contributing Factors

Sustaining Reform & Leadership
Schoolsthat kept momentum when implementing
AOTE saw the most dramatic differences.

Staff/L eadership Retention

The most persistent barrier to sustaining reform
effortswas high teacher, principal and
superintendent turnover. Accordingtothe
evaluators, turnover derailed reform effortsand led
to acycle of reinventing schools every two or three
years. But in successful schools AOTE could “help
aleviatetheturnover problem by creating leadership
within the community, especially when respected
community eldersand other |eaders are brought into
the process.”

Unified Approach

Independent reform activities or goalsthat were
disconnected were of littleusein small
communities. AOTE helped set aclear direction
and vision for student success and provided
opportunitiesfor school personnel and community
membersto think and talk about how everyone
should work together to educate childrenina
changingworld.

Shared Leadership

“L eadership needsto be defined as shared decision-
making with the community rather than seeking
advice fromthe community,” noted the evaluators.
Shared |eadership created community ownership
that moved educational changesthrough frequent
staff turnover.

Personal Relationships

Good rel ationshi ps between school personnel and
community members made amarked differencein
how well AOTE wasimplemented. Inthe small
communities studied, persona relationshipswere
more central than formal decision processesasa
way to get things done.

New Roles

In schoolsthat successfully implemented AOTE,
the attitude that parent and teacher domains are
separate, changed. Strong AOTE schools opened
avenuesfor parents, elders and other community
membersto beinvolvedin school asvolunteers,
teacher aides, other paid workers and leadership
team members.
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STUDY METHODOLOGY

The two studies used participatory research
methods (action research) that treated school
practitioners and community members as co-
researchers rather than subjects of the study.
For each case study, a senior researcher from
the Northwest Regional Educational Laboratory or
University of Alaska Fairbanks led a small team of
3 to 5 school and community researchers who
helped plan each case study, formulate guiding
questions, collect data and interpret results. A
typical team consisted of a school district
practitioner, a village school practitioner, at least
one non-school community member, and in some
cases a high school student. The AKRSI study
also compared 20 districts (serving 133
communities) with AKRSI programs to 28 school
districts (serving 120 communities) in rural
Alaska that did not have AKRSI programs. The
evaluators did not appear to conduct a formal
matching of these districts based on race,
ethnicity or income. In addition to comparing
dropout rates, college enrollment and choice of
major for students from these districts, the
evaluators examined scores for fourth and eighth
graders on the California Achievement Test, 5™
Edition (CAT-5). For the sake of brevity, this
summary does not include the CAT-5 data.

EVALUATION FUNDING

The evaluations were funded by the National
Science Foundation and the National Institute on
Education of At-Risk Students, Office of
Educational Research & Improvement, U.S.
Department of Education. Implementation of
AOTE was funded by school districts with
assistance from the Alaska Comprehensive
Assistance Center. The design of AOTE was
funded through a foundation grant from the

Meyer Memorial Trust, the Alaska Staff
Development Network and the Northwest Regional
Educational Laboratory.

GEOGRAPHIC AREAS

The studies centered on villages and school
districts spanning western, central and southeast
Alaska. Districts included Chugach, Klawock,
Kuspuk, Lower Kuskokwim, Southwest, Tuluksak
and Yukon-Koyukuk.

CONTACT INFORMATION
Research Contacts

James W. Kushman

Northwest Regional Educational Laboratory
School Improvement Program

101 S.W. Main Street, Suite 500

Portland, OR 97204-3297

Phone: 503.275.9629 Fax: 503.275.9621
kushmanj@nwrel.org

Jerry Lipka

University of Alaska Fairbanks
Center for Cross Cultural Studies
P.O. Box 756480

Fairbanks, AL 99775-6480
rfiml@uaf.edu
http://www.ankn.uaf.edu/arsi.html

Program Contact

Mike Travis, Director

Alaska Onward to Excellence
AKRAC, Anchorage Office
900W 5" Avenue, suite 302
Anchorage, AK 99501
Phone: 907.349.0651

Fax: 907.349.0652
miket@serrc.org

http://akrac.k12.ak.us/aindex.html

~
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Boys and Girls Clubs of America

A Summary of:

“Enhancing the Educational Achievement
of At-Risk Youth,” 2000, Prevention Science,

4 N
Focus

Early Childhood
Primary School

ANANEN

. . Middle School
1:51-60. By Steven P. Schinke, Kristin C. Cole and Sécondary Sl
Stephen R. Poulin, Columbia University School of Postsecondary
Social Work v Extended Learning
N J
Overview 4 A
POPULATION

Boys& GirlsClubsof America(B&GCA) was
founded in 1906 and has more than 2,000 facilities
inall 50 states, Puerto Rico, U.S. Virgin Islands and
U.S. military installations abroad. Nearly 400 of
these programs arein public housing areas. The

B& GCA'smissionisto form healthy partnerships
between school-aged children of al backgroundsand
concerned adults. The public housinginitiativewas
launched in 1987 under the auspices of the Office of
Substance Abuse Prevention, U.S. Department of
Health and Human Services. 1n 1996, B& GCA
piloted an after-school educational enhancement
programfor youthin public housinginfivecities.
Thisevaluation looks at the results of the pilot study.

B&GCA serves approximately three million
children, mostly in economically disadvantaged
areas. The evaluation studied 992 youth, with
an average age of 12.3 years. Forty percent
were female. Of the participants, 63.5 percent
were African American, 27.5 percent were
Latino, 12 percent were white and 7.8 percent
other. The sample reflected the national
population of youth who lived in publicly

\subsidized housing at the time of the evaluation. )

Key Findings

In each of thefive cities, researcherstargeted three
subgroups of youth to participatein the study: (1)
youth attending the B& GCA enhancement program
(“program”); (2) youth from public housing projects
whose B& GCA did not offer the program
(“comparison”); and (3) youth from public housing
projectsthat did not have B& GCA (called “ control”
by researchers). Between the pre-test and the 18-
month follow-up, program youth had improved
(differencesin meanswere statistically significant at
the 5% level):

+ Averagegrade (averagegradefor program youth
rose from 78.39 to 83.48, for comparison youth
fell from 78.47 to 76.42, and for control youth
fell from 75.43to 71.79).

+ Attendancerates (the mean number of missed
daysin aschool year by program youth fell
from 6.4 to 3.7, for comparison youth rose from
4.851t0 5.85, and for control youth rose from
7.4710 7.75).

Gradesin most subject areas (grades were rounded
to the closest unit to facilitate reading):

+ Mathematics- average gradefor program youth
rose4 points (from 77 to 82), whilefalling 3
points for comparison youth (from 78 to 75)
and control youth (from 75 to 72 respectively).

+ English - average gradefor program youth rose
6 points (from 78 to 84), whilefalling 1 point
for comparison youth (from 79 to 78) and 3
pointsfor control youth (76 to 73).
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+ Writing - average gradefor program youth rose
5 points (from 80 to 85), whilefalling 1 point
for comparison youth (from 79 to 78) and
control youth (from 73 to 72).

+ Science -average gradefor program youth rose
6 points (from 78 to 84), whilefalling 2 points
for comparison youth (from 79 to 77) and 4
points for control youth (from 75 to 71).

+ Social studies- average gradefor program youth
rose 5 points (from 79 to 84), whilefalling 2
points for comparison youth (from 78 to 76)
and 4 points for control youth (from 77 to 73).

Program Components

Each week, withinthe B& GCA facility or in outside
sessions, thetrainers engaged youth in structured
activities, such as;

* Four to five hours aweek of discussionswith
knowledgeable adults.

+ Onetotwo hoursaweek of writing.
+ Fourtofive hoursaweek of leisure reading.
+ Fiveto six hoursaweek of required homework.

+ Two to three hours aweek of community
service (tutoring other children, for instance).

+ Fourtofive hours aweek of educational games,
such as word and math games.

Parti cipation was voluntary and, to entice the youth
to participate, program sites used many incentives,
such asfield trips, school supplies, computer time,
special privileges, certificates, gold starsand praise.

Parentswere al so encouraged to participate with
their childreninthe educational activities. Parents
and youth attended an orientation meeting, after
which parentswereinvited to serve asvolunteers
and to attend the cultural events presented by the
youth.

Staff, volunteers and parents attended ongoing
training.

Contributing Factors

Structured Program

Some comparison and control sitesalso offered
tutoring and homework help, but did not have the
structure offered by the B& GCA program, did not
require homework and tutoring, and did not engage
routinely in educational gamesto enhancethe
lessons being taught.

Trained staff

Another difference between B& GCA program and
the comparison and control siteswas the presence of
atrained staff solely focused on educational
enhancements.
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STUDY METHODOLOGY

This study used both a comparison and a
“control” group. Participation in the groups was
voluntary (not randomized). Comparison and
control groups mirrored the age, gender and
ethnic/racial background of program youth.
Some of the youth in the comparison and control
groups received tutoring, but did not attend a
structured after-school program. The attrition
rate at the end of the study was 13.91 percent,
with no significant differences between
subgroups. Researchers used students’ surveys,
teacher ratings and school records to collect data
at the beginning of the program (pre-test), six
months later (post-test) and 18 months later
(follow-up). Findings were consistent across all
measures. This summary presents only school
data.

EVALUATION FUNDING
Carnegie Corporation of New York.

GEOGRAPHIC AREAS

Public housing projects in Cleveland, OH;
Edinburgh, TX; New York City, NY; Oakland, CA;
KTampa, FL.

CONTACT INFORMATION
Research Contact

Steven Paul Schinke, Professor
School of Social Work
Columbia University

622 West, 113th Street

New York, NY 10025

Phone: 212.854-8506

Fax: 212.854.1570
schinke@columbia.edu

Implementing Contact

Mylo Carbia-Puig

Director, Prevention Services
Boys & Girls Clubs of America
1230 West Peachtree Street NW
Atlanta, GA 30309-3447

Phone: 404.815.5766

Fax: 404.815.5789
www.bgca.org
MCPuig@bgca.org

American Youth Policy Forum




Raising Minority Academic Achievement 61

Calvert

A Summary of:

“Implementing a Highly Specialized,
Curricular, Instructional, and Organizational

Focus
Early Childhood
v" Primary School

School Design in a High-Poverty, Urban AlEels seEne
; Secondary School
Elementary School: Three-Year Results Postsecondary
(July 1998) Johns Hopkins University. By Barbara Extended Learning
McHugh and Sam Stringfield. - -
Overview [ POPULATION h

Thereport evaluatesthe Calvert program after it
wasimplemented at Dr. Carter Goodwin Woodson
Elementary School (Woodson Elementary). Calvert
isaprivate elementary school with along history of
providing ahigh-quality education to several
generations of children from many of Baltimore's
most affluent families. Woodson Elementary isa
public school located in apredominantly African
American community, and more than 90% of its
studentsareeligible for free or reduced-price
lunch. Calvert’s philosophy of education includes
high expectations, time-on-task, rapid pace of
instruction, frequent evaluations, immediate
feedback and student accuracy. The students are
required tolearn with attention to detail, including
correct spelling and punctuation. Each month,

During the 1996-97 school year, 90% of the
students attending Calvert were white, 6% were
African American and 4% were Asian or
Latino. One hundred percent of Woodson’s
400 students in grades K-5 were African
American. The tuition at Calvert was $9,000
per year. The percentage of Woodson
students (90%) eligible for free or reduced-
price lunch was nearly triple the 1996 Maryland
state average (31.1%) and well above the
Baltimore City average of 70.4%.

parentsreceive report cards and representative
samples of students' academic work. Calvert
produces a“book” of each student’s nine monthly
folders of work and presents the book to the student
at the end of each year.

Key Findings

Evaluators used the Comprehensive Testing
Program 111 to assess the impact of the program.
They compared average percentile scores of first
and second graders at Woodson prior to the
implementation of the program (the* comparison
group” for this study) with scores of thethree
cohorts of first graders who were taught under the
program during school years 1994-95 to 1996-97
(seetable).

+ Infirst gradereading comprehension, the
average score for the comparison group was at
the 18" percentile. After oneyear inthe

program, thefirst cohort of students scored on
average at the 49" percentile, the second cohort
scored at the 40" percentile and the third cohort
scored at the 49" percentile. The program
effect sizewascalculated in +2.8, +2.1 and
+2.9respectively.

+ Intermsof first gradersreading at the lowest
levels, 72% of the comparison group scoredin
the lowest quartile, compared to 16% of the
first cohort, 35% of the second cohort and 6%
of thethird cohort.
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( Comparison Groups and Cohorts h
School Year | Pre-Calvert (Comparison Group)* | 1% cohort 2™ cohort 3 cohort
1993-1994 1% grade (tested for baseline)
1994-1995 2" grade (tested for baseline) 1% grade
1995-1996 2 grade 1% grade
1996-1997 34 grade 2 grade 1 grade
* Asthe baseline comparison group, this cohort (of 18 students) was not exposed to the program.
See Study Methodology for further clarification. y

+ Intermsof first gradersreading at the highest
levels, no student in the comparison group
scored in the third and highest quartiles. Inthe
first cohort, 47% scored in the two highest
quartiles, 24% did so in the second cohort, and
42% did so in the third.

+ Reading gainscontinued in the second grade,
with 44% of thefirst cohort scoring in thetwo
highest quartiles and 72% of the second cohort.
Only 6% of second gradersin the comparison
group scored at the third quartile (none at the
highest).

+  For writing, the comparison group scored on
average at the 36" percentile, whilethefirst cohort
scored on average at the 71% percentile and the
second cohort at the 67" percentile. Thethird
cohort did not take the test that was administered
only to second graders. The effect sizesof the
programwere+2.7 and +2.4.

+ For mathematics, 89% of the comparison group
scored inthetwo lowest quartiles, 11%in the
third quartile and nonein the highest quartile.
For thefirst cohort, 22% scored in the second

lowest quartile (nonein thelowest) and 78%in
the two highest quartiles. For thethird cohort,
24% scored in the two lowest quartilesand 76%
inthetwo highest.

Note: In the Maryland State tests (MSAP) donein
spring of 1997, Woodson third graders scored
significantly above the 1996 Woodson third graders
(pre-Calvert), but still below Maryland statewide
average. Seventy-percent of the group taking the
test belonged to thefirst Calvert cohort while 30%
were new arrivals. Resultsfor the past two school
years show asteady improvement in test scores,
although the school hasyet to reach satisfactory
status (70% of the students passing) in any of the
subjects.

[ The clearest conclusion that can be drawn
fromWbodson Elementary isthat the Calvert
curricular and instructional program, when
implemented with determination and drive,

can make a dramatic differencein the
educational lives of young, urban children.”

—BarbaraMcHugh, et .,
evaluators, Calvert program)

Program Components

Woodson Elementary School has about 400 students
ingradesK-5. At thetimetheevauationwas
conducted, the Calvert School modd wasintegrated
into grades 1-3, with grades 4-5 to be added within the
next year. Teacherslearned to usethe Calvert model
through atwo-week training held the summer before
implementation for teachersand other staff, who

learned about weekly homework sheets, monthly
report cards, and other Calvert approaches. K-5
students, in classesof approximately 24 students, each
had one primary teacher who used Calvert approaches
andcurriculuminall classesacrossall subject aress.
Calvert stressed thefollowing approachestolearning
that went across subject areas:
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*

Each school day began with a 30-minute
“correction period” for studentsto correct
previouswork, complete unfinished work,
perfect folder papers, read independently or do
other instructionally related tasks.

+  Getting meaning out of reading was stressed in
early grades. Students were taught to read for a
specific purpose, and therewas also time during
each school day to read for enjoyment.

+ Sight words and phonemic skillswerea
formal part of the Calvert curriculum, aswere
timed fact drills on basic mathematics facts.

+ Beginningin January of first grade, all
students wrote a composition each week.

+ Teacherscoordinated students' compilations
of “error-free” papersfor insertion into
students’ monthly folders. The folderswere
sent home at the end of each month and were
part of school-parent communications.

School -parent interactions were both formal and
informal. All parentsreceived folders of student
work at the end of each month. Some parents
and grandparents, mainly in first grade, helped
out during the corrections period. Additional
activities such asatrip to the movies, bowling

(- These kindergarten through third-grade
results leave little doubt that impoverished
urban children, given appropriate curriculum
and instruction, are capable of achieving at
levelsthat are much higher than current urban
averages.”
—BarbaraMcHugh, et .,
evaluators, Calvert programj

(.

alley or skating rink, were scheduled periodically
for students with perfect attendance. The school
also made daily announcements of which classes
had perfect attendance on the previous day.

After the Calvert School agreed to share its model
with Woodson, the Abell Foundation financed the
implementation, including fundsto pay teachers
or other staff from Calvert who trained Woodson
staff. Besides paying for staff costs, Calvert did
not charge a“usage fee” for itsmodel. After
providing the curriculum and initial training,
Calvert staff were available on aninformal
consultative basis, though their formal
involvement in training ended. Woodson shared
its evaluation information and reportswith
Calvert. The Abell Foundation also reviewed
evaluations and student progress reports, though
the foundation was not directly involved in
implementation of the model.

Contributing Factors

Gradual I mplementation/Faithful Replication
Woodson adopted the Calvert model grade by
grade, alowing full implementationin one grade
before moving on to another. All teacherswere pre-
trained and afull-timefacilitator (funded by the
Abell Foundation) was onsite throughout the
implementation. For the most part, Woodson
teachers seemed to faithfully replicate the Calvert
model with few exceptions.

High Expectations

The Calvert model was built on high expectations
combined with ahigh degree of structure. The
curriculum centered around arapid pace of
instruction and student accuracy —including correct

spelling and punctuation —was considered
fundamental. Timed drills—particularly in math —
were used on nearly adaily basis.

Frequent Evaluations/| mmediate Feedback

The Calvert program not only gaveimmediate
feedback to studentsthrough teacher commentary
and grading but al so shared frequent eval uations
with parents and school administratorsregarding
overall student performance. Parentsreceived
monthly report cards accompani ed by representative
samples of astudent’swork. In addition, the full-
timefacilitator provided constant feedback to staff
during theimplementation process.
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Focuson Results

The Calvert model was aresults-oriented one.
Student attendance, work quality and performance
on national testswereregularly monitored and
evaluated. Studentswere consistently requiredto
correct work until it was error free. Even students
in upper gradeswere given weekly spelling tests.

Professional Devel opment

In addition to the two-week training and support
fromthefull-timefacilitator, Woodson teachers also
participated in school-wide seminarsin which
teachers exchanged ideas and discussed problems.
Woodson teachersal so reviewed lessons on their

own timethrough Calvert’shome-schooling
curriculum. Teacher input was used to decide which
textbooksto purchasein order to increase
implementation success.

Communication with Families

In addition to monthly report cards, parents and
grandparents al so participated in monthly parent’s
meetings. Parents and grandparents were asked to
volunteer to be on sitein the classroom helping
students complete or correct work. Parents and
grandparents also helped arrange classrooms,
participated in recreational activitiesand listened to
students read.

-

~
STUDY METHODOLOGY GEOGRAPHIC AREAS
The school implemented the Calvert program Calvert and Woodson are located in Baltimore.
gradually, starting with kindergarten and first The program has also been implemented at
grade, and adding another grade every yeatr. Barclay Elementary and Middle School. Some
The report focuses on the third year of the 16,000 children worldwide are home-schooled
program implementation. Data is given per using the Calvert program.
cohort. The comparison group started first grade
in September 1993 before the program was CONTACT INFORMATION
implemented (18 students). The first cohort Research Contacts
started first grade in September 1994, when the Sam Stringfield, Professor
program was implemented (32 students). The Center for Social Organization of Schools
second cohort started first grade in September Krieger School of Arts & Sciences
1995 (29 students), and the third cohort started Johns Hopkins University
first grade in September 1996 (50 students). 3003 N Charles St, Suite 200
There was no attrition of these cohorts. All Baltimore, MD 21218
students were tested on the Comprehensive Phone: 410.516.8834
Testing Program Ill, a norm-referenced testused  Fax: 410.516.8890
in private schools. Their scores, given in Normal sstringfield@csos.jhu.edu
Curve Equivalent (NCE), were compared to those
of students who were in first grade prior to the Program Contacts
implementation of the program. Results of the Merrill Hall, Headmaster
analyses were then converted to percentiles. Calvert School
Effect sizes were calculated as cohort mean NCE 105 Tuscany Rd,
minus comparison mean NCE divided by Baltimore, MD 21210
comparison standard deviation. Phone: 410.243.6030
EVALUATION & PROGRAM FUNDING Johnetta Neal, Principal
The evaluation was funded by Johns Hopkins Woodson Elementary School
University. Implementation of the Calvert program 2501 Seabury Rd.
at Woodson was funded by the Abell Foundation.  Baltimore, MD
Before funding implementation at Woodson, The Phone: 410.396.1366
Abell Foundation also funded implementation of Fax: 410.396.3062
the Calvert program at another public Baltimore jneal@bcps.k12.md.us
\school, Barclay Elementary and Middle School. )
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Career Academies

A Summary of:

“Career Academies: Impacts on Students’
Engagement and Performance in High

4 N
Focus

Early Childhood
Primary School

" . Middle School
School” (March 2000) Manpower Demonstration v Secondary School
Research Corporation. By James J. Kemple and Postsecondary
Jason C. Snipes. Extended Learning
N J
Overview [ POPULATION A

Career Academiesare small schools, usualy located
within larger high schools, organized around abroad
career theme.! They offer a college-preparatory
curriculum, provide extensive and sustained
personalized contact between teachers and students
and career-related offsitelearning experiences. As
one of the oldest kinds of high school reformin the
nation, Career Academies have existed for 30 years
and have been implemented in more than 1,500
high schools. Many high schools have just one
career academy, but more and more have multiple
academiesand someare completely dividedinto
career academies. Career Academieswerelistedin
the School-to-Work Act of 1994 as one of the
means by which schools might provide an effective

Career Academies serve a broad cross-section
of students. The evaluation focused on a sample
of 1,764 students, of whom 56.2% were Latino,
30.2% were African American, 7.2% were Asian
or Native American and 6.4% were Caucasian.
Evaluators found that 24.2% of the students in the
sample were from families receiving welfare or
food stamps. In terms of grades, they showed
36.2% had grade point averages (GPAs) of 3.1 or
higher 38% had GPAs of 2.1-3.0, and 25.7% had
\GPAS of 2.0 or lower.

J

transition from school to employment. They are
also identified as an effective school reform model
inthe Comprehensive School Reform
Demonstration program of 1997.

Key Findings
The evaluation focuses on impacts of Career

Academies on studentswhilethey aretill inhigh
school.

Outcomeswere broken out along the lines of
studentsconsidered “highrisk,” “medium risk” or
“low risk” of school failure (see Study Methodol ogy
for how these categorieswere calculated). Overall,
93.6% of the eval uated group were minority, and
thisdemographic did not change significantly among
therisk levels. The most pronounced positive effect
wasfor studentsat high risk of school failure. High
risk Academy students compared to high risk non-
Academy students:

+ Had alower drop out rate (21% vs. 32%).

Outcomes for Students Considered
“High Risk:” Academy Students Versus

100% — Non-Academy Students

80%
60%
40%

20%

0%

Met district
graduation
requirements

Dropped out of
high school

Average
attendance rate

Il Non-Academy Students

B Academy Students
_ J
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+ Had ahigher average attendancerate (82% vs.
76%).

+  Weremorelikely to earn enough creditsto meet
district graduation requirements (40% vs. 26%).

For medium and low risk groups, Career Academies
saw similar—but less pronounced—positive effects.

Program Components

Career Academies havethreeimportant
characteristicsin common:*

A Career Academy isaschool-within-a-school or
small learning community, in which groups of
students share several classes every day and have
some or al of the same teachers from year to year
for at least two years of high school. The number
of studentsisreatively small—usually 150 to 300—
and the teachers work as ateam and sharein
decisionmaking.

The curriculum combines and integrates academic
and career-rel ated subjects. Academic courses meet
high school graduation and college entrance

reguirements; career-related courses center on a
broadly defined career theme such as health,
business and finance, electronicsor travel. Career
Academies may cover culinary artsand food
science, computer science and technology, the
performing arts and amyriad of other career tracks.

Local employersareinvolved as partners and serve
on an advisory board with teachers and school
district staff. A coordinator typically servesas
liaison among employers, the academy, and the
school district. Employer representatives serve as
speakersand mentors, provideinternships, give
advice on curriculum and contribute financial or
other in-kind support.

Contributing Factors

Small Learning Community

The school-within-a-school structure of Career
Academies, withasmall group of students
interacting with acore group of teachers over time,
provides many benefitsfor studentsincluding
building relationshipswith caring adultsand
receiving personalized attention. Adultsalsogetto
know the strengths and weaknesses of students
within their academy and work in ateam to assist
each student. Evaluators found that at Career
Academiesthat had a high impact on student
success, teachers al so worked together on creating
lesson plansin small groups.

Personalized Attention

The Career Academy structure naturally allowsfor
more personal student-teacher contact because
teacherswork with acontained group of students
over severa years. Evaluators said that the most
effective Academies had ahigher-than-average
degree of interpersonal support for studentsfrom

([ The Career Academies substantially improved h
high school outcomes among students at high
risk of dropping out.”
— James J. Kemple and Jason C. Snipes,
Manpower Demonstration
Research Corporati on)

G

both their teachers and their peers. Academy
students al so receive personal attention from work-
sitementorsduring their internships.

Alternative Learning Strategies

Career Academiesprovide severd aternative
learning strategiesthrough their focuson acareer
theme. Academic and career-focused instruction are
integrated. Applied hands-on lessons suggest
themselves from the career theme—for example,
studentsin aFinance Academy might participateina
Virtual Enterprise competition with other high
schools asameans of learning about finance and
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honing their math and history skills. Additionally,
Career Academiesallow for work-based learning in
internshipswith partnering employers, usually in the
summer between their junior and senior years.
They may also participatein field tripsto job
sites, job shadowing and presentations given by
employersat the school site.

Innovative Structure

Many Career Academiesalso use block scheduling
inwhich classes|ast for about 90 minutesinstead of
the usual 45. Four classes may be offered each
semester, rather than eight classes offered over the
course of ayear. Thisstructure allowsfor longer
class periodsfor in-depth learning and al so
providesteacherswith structured timeto plan

lessons with other Academy teachersusually once
aweek. Career Academies are offered over three
or four yearswithin ahigh school. During thistime,
students stay with the same group of teachers.

Employer | nvolvement

Employers serving on the board of advisorsfor
each Academy help keep the curriculum up-to-
date and interesting. They also ensure that
students are prepared for careersthat exist in
their communities and that they have accessto
high quality, motivating, work-based learning
positions. Additionally, employers provide young
people with additional adult role modelsthrough
work-site mentoring and school visits.

-
STUDY METHODOLOGY
Evaluators analyzed 10 Career Academies that
had fully implemented the model. Researchers
compared Academy students with a
demographically similar control group of non-
Academy students. The Career Academies
examined received twice as many applications as
they could accept. Half — or 952 — of the students
were randomly selected into Career Academies
(the study group), while the other half was not
selected (the control group). Students were
categorized into subgroups based on whether
they were at “high risk,” “medium risk” or “low
risk” of dropping out of school. Factors
determining the degree of risk were: previous
school attendance rate, credits earned in ninth
grade, GPA, the rate of school mobility, whether a
student was overage for his or her grade level,
and whether he or she had a sibling who dropped
out of high school.

EVALUATION & PROGRAM FUNDING
The evaluation was funded by the U.S.
Departments of Education and Labor, the Center
for Research on the Education of Students
Placed At Risk (CRESPAR), and 16 foundations.

~
Career Academies across the nation are funded

by a combination of state and local monies, with
small amounts of federal funding.

GEOGRAPHIC AREAS

The locations of the Academies studied were not
provided. More than 1,500 high schools
nationwide have one or more Career Academies.

CONTACT INFORMATION

Research Contacts

James J. Kemple and Jason C. Snipes
Manpower Demonstration Research Corporation
16 East 34 Street

New York, NY 10016

Phone: 212.532.3200

www.mdrc.org
jason_shipes@madrc.org

For Further Information on Career Academies,
please contact:

The Career Academy Support Network (CASN)
Web site: http://casn.berkeley.edu.

The National Academy Foundation.
Web site: www.naf.org.

J

1. Descriptions of Career Academies are taken from Stern,
David, Charles Dayton and Marilyn Raby. Career
Academies and High School Reform December 1998. Career
Academy Support Network. University of California
Berkeley.
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Chapel Hill — Carrhoro City Schools

A Summary of:
“Fifth Annual Status Report on the Blue

4 )
Focus

Early Childhood

Ribbon Task Force Recommendations, j ;tm?résﬁhold
1998-1999" (October 1999) Chapel Hill-Carrboro v Secondary Sehool
City Schools. By Josephine Harris. Postsecondary
v'  Extended Learning
\ J
i e B
Overview POPULATION

In 1993, the School Board in the Chapel Hill-
Carrboro City Schools (CHCCS) beganto
implement curriculum and program reforms
recommended by a Blue Ribbon Task Force
(BRTF) on the Education of African American
Students. Comprised of 70 parents, students,
teachers, administrators and university professors,
the Task Force recommended multiple strategiesto
heighten sensitivity to the cultural needs of minority
students, motivate struggling learners, maintain high
educational expectationsand increase parent
involvement. Since 1999, thedistrict has expanded
the scope of its efforts to address the needs of

L atino youth and other minorities. The Fifth

In 2000, CHCCS served just under 9000
students. The CHCCS high schools serve over
2600 students, 75% of whom are white, 15%
African American, 10% Asian, Latino, and
other. The BRTF recommendations focus
exclusively on African American students.

&

Annual Report comparesthe effect of the BRTF
recommendationsin the School Year 1998-99, with
student achievement datafrom the 1992 baseline
year. CHCCSisamember of the Minority Student
Achievement Network, agroup of 15 urban and
suburban high school districtsfirst organizedin
1999 to raise minority academic achievement.

Key Findings
Overall, between 1992 and 1999, more African
American studentsin grades 3-8 at the CHCCS

earned proficient scoresin reading and mathematics.

+ Reading: Theproportion of African American
studentsproficient in reading rose from 45%in
1992-93 to 64% in 1998-99.

¢ Math: The proportion of African American
students proficient in mathematics rose from
40% to 65% from 1992 to 1999.

Between 1996 and 1999, the proportion of African
American CHCCS high school studentswho earned
proficient scoresin math:

¢ Increased from 42%to 45% in agebral.
Increased from 48% to 53% in geometry.
¢ Increased from 40% to 61% in algebrall.

However, relative to African American students
acrossthe state, proficiency inwriting has declined
for most African American CHCCS students (except
tenth graders). When compared to theaveragewriting
scoresof African Americansstatewide:

¢ African American fourth gradersin CHCCS
scored on average 5% lower.

+ African American seventh gradersin thedistrict
scored on average 11% lower.
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+ African American tenth gradersin thedistrict
scored on average 2% higher,

Between 1992 and 1999 the proportion of African
American studentsin the gifted and talented
program increased from 1.8% to 7.8%.

An achievement gap remained between African
Americans and white high school studentsin
CHCCS. In 1999:

*  43% of African American tenth gradersin
CHCCS earned proficient reading scoresversus
94% of whitetenth gradersinthedistrict.

*  47% of African American tenth gradersin
CHCCS earned proficient math scores versus
92% of whitetenth gradersinthedistrict.

Program Components

The CHCCS strategy to improve minority academic
achievement used special programs, mentors,
scholarships, aswell asdata collection and
assessment:

+ Thedistrict uses several programmatic
initiatives such as Reading Recovery for first
graders, Attitude Changes Everything (ACE) for
African American males, pre-college programs
for minority studentsinterested in math and
science careers, and Advancement Via
Individual Determination (AVID) toimprovethe
academic success of minority students (for the
summary of AVID, see page 49). In 1999, for
instance, 56% of the AVID studentswere
African Americansand 94% of AVID’sfirst
graduating class entered four-year colleges.

+ Mentoring programs with minority students
from the University of North Carolina (UNC)
serve elementary, middle and high schoolsin

CHCCS. For example, the Sister to Sister
program pairs African American femalesin
the ninth grade with African American female
mentors from the UNC School of Medicine.

¢ Local community organizations and support
from the Blue Ribbon Task Force matched
150 students with summer enrichment
programs at the Museum of Life and Science,
Arts Center, Orange County 4-H, Outward
Bound and numerous residential camps.

+ Four different scholarship programs support
more than 25 minority graduates from
CHCCS, who continue their education in two-
and four-year colleges or universities.

¢ CHCCS uses student portfolio assessment, as
well astraditional gradesto determine
promotion or retention of studentsin fifth and
eighth grades acrossthe district.

Contributing Factors

Focuson Minority Achievement

By focusing time, resources and public will on
minority student success over afive-year period,
an entire school district made considerable
progress on several measures of minority
academic achievement.

Comprehensive Approach

Thedistrict did not rely on one program initiative
or reform model to rai se academic achievement.
Administrators, teachersand university officials

came up with a system-wide program that gave
numerous academic supportsto minority students
at every age and achievement level.

Professional Development

All new school staff participate in ten hours of
multicultural education workshopsthat cover
issues of cultural diversity, multicultural
communication styles, African American history,
gender discrimination, physical disabilitiesand
sexual orientation.

American Youth Policy Forum



70 Raising Minority Academic Achievement

Parent I nvolvement

Increasing parent involvement was amajor thrust
of CHCCS minority achievement initiativefrom
the outset when parents participated in the BRTF
that set the reform agenda. Special activities such
as“ Family NightsOut” bring minority parents
and school officialstogether. A concerted effort
is made by the teachers and advisorsto meet with
all minority parents between August and
November either at school or in parents' homes
or workplaces.

Community I nvolvement/Partnerships
Partnering with community-based organizations
allowed CHCCSto provide services not available
to the district such as avariety of after-school

and summer camp activities. Inaddition, CHCCS
provided financial and staff support to
community-based organizationswith academic
enrichment activities.

High Standards

All high school studentsinthe CHCCS must take
two years of asecond language as well asthe math
and science curriculum that meetsthe requirements
for admission to state universities. CHCCS keeps
track of minority student participation and
completion of these advanced classes.

Mentoring

Mentorsfrom the university community, especialy
minority college students, serve asrole modelsfor
minority youthinthedistrict.

Extra-Curricular Activities

The CHCCS District mandatesthat “ every African
American student will be personally encouraged by
the faculty and the administratorsto participatein at
least one extracurricular activity.” Support for this
mandate comes in the form of free transportation,
Minority Support Groups, the Prudential Youth
Leadership Initiative and other initiatives.

~
STUDY METHODOLOGY were allocated $25,000 in 1998-99 to
The annual report analyzed school data, pre- implement or supplement programs that
and post_tests and a |0ngitudina| ana|ysis of addressed BRTF goals. The evaluation did not
standardized test scores. The evaluators used  report the allocations for the first four years of
the Metropolitan Achievement Tests and High the BRTF implementation.
School Comprehensive Reading and Math Tests
to get quantitative measures of academic GEOGRAPHIC AREAS
achievement across the district. They Chapel Hill and Carrboro, North Carolina.
compared African American student
achievement to white student achievement in CONTACT INFORMATION
CHCCS and to average district and state Research Contacts
scores. Scores for other racial/ethnic Josephine Harris,
subgroups were not reported in the evaluation.  Dijrector of Special Programs
The report does not address potential causes Chapel Hill—Carrboro City Schools
for the drop in writing scores for African Lincoln Center, Merritt Mill Road
American students in the district. Chapel Hill, NC 27516

Phone: 919.967.8211
EVALUATION & PROGRAM FUNDING  Fax: 919.933.4560
CHCCS funded the evaluations and the jharris@chccs.k12.nc.us
programs suggested by the BRTF. Schools www.chces.k12.nc.us/

J
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Chicago Arts Partnership in Education

A Summary of:

“Chicago Arts Partnership: Summary
Evaluation” by James S. Catterall and Lynn

4 )
Focus

Early Childhood
v' Primary School

Waldorfin Champions of Change: The Impact of y ileel e
) . Secondary School
the Arts on Learning (1999) The Arts Education Postsecondary
Partnership & The President’'s Committee on the Extended Learning
Arts and Humanities. N J
Overview [ POPULATION b

The Arts Education Partnership, sponsor of this
report, isaprivate, non-profit coalition of morethan
100 partners representing arts, education, business,
philanthropic and governmental organizations. Its
goals are to demonstrate and promote the rol e of
artseducation in helping studentsto succeedin
school, life and work. The Champions of Change
report examines how arts education can change
young peopl€'slivesand raisetheir academic
achievement. Thissummary focuses on one
program described in the report, the Chicago Arts
Partnership in Education (CAPE). Foundedin
1992, CAPE bringsartistsand artsagenciesinto
partnerships with teachers and schools. Teams of
teachers and artists create and co-teach courses that

The CAPE program in the Chicago Public
Schools (CPS) has a majority of students from
racial or ethnic minority groups: 52.5% African
American, 34.2% Latino, 10% Caucasian,
3.2% Asian/Pacific Islander, and 0.2% Native
American. More than 84% of CPS students
come from low-income families. In 1999, the
evaluators compared 19 CAPE schools to 29
other CPS schools with similar demographics
that did not have arts partnerships.

J

integrate artsinstruction with academic goalsin
subjects such asreading, social studiesand science.
At full implementation strength, the CAPE program
involved 37 Chicago schools, 53 professional arts
organizationsand 27 community organi zations.

Key Findings

CAPE school s outperformed other CPS schoolsin
all 52 test score comparisons run by the Imagination
Project evaluators. Between 1992 and 1998, they
increased their lead over schoolsusing traditional
curriculain:

25 out of 40 reading tests (grades K-8)
16 out of 40 math tests (grades K-8)

7 out of 12 reading tests (grades 9-11)
8 out of 12 math tests (grades 9-12)

* 6 o o

Evaluators compared the reading scoresfor sixth
gradersin CAPE schoolsto sixth graders citywide
and to sixth gradersin similar schools.

( The first thing you notice in an arts
integrated classis that everybody’s working.
Everybody’s on task. Everybody is thinking
and doing things and nobody is sleeping or day
dreaming, and that’s a really significant
differencein classes. You can just tell in class
—there’'s an eectricity in the classroom, there's
energy in classes using arts integrated things.”

—1L ocal CAPE coordinator

\ J

+ Between 1992 and 1998, the percentage of

CAPE sixth graders above grade level onthe
lowaTest for Basic Skills(ITBS) Mathematics
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increased by 50% (from 40% to 60%) while
non-CAPE sixth gradersincreased by 30%
(from 28% to 40%).

+ During thissame period, 14% more CAPE sixth
graders scored above grade level onthe I TBS
Reading test compared to a matched group of
sixth gradersin non-CAPE schools.

Dueto the small number of CAPE high schools
participating in the study, score differenceswere not
statistically significant at thisagelevel. However,
ninth gradersin CAPE high schoolsdid exhibit
positive gains (one gradelevel) on reading tests
relative to CPS ninth graders more generally.

Program Components

In CAPE schools, more than half of the teachers
include at least one unit during the year that is co-
taught by an artist, and about a quarter of the
teachersplan four or five unitswhich integrate arts
into academic subjects.

A widevariety of artists, including musicians,
dancers, actors, painters, writers, and others,
worked in classes across the academic spectrum,
from chemistry and physicsto English and history.
Math proved the most difficult subject to integrate
with artsinstruction.

Teacher-artist pairs planned unit curriculatogether
and co-taught classes during the regular school day,
integrating arts education into both humanitiesand
science curricula. In one classroom, fourth graders
created amusical composition tied to the history of

Chicago. Inanother, an artist taught high school
students about the history of textilesand dyes, while
the chemistry teacher helped them link this
knowledgeto principles of chemistry.

Samplelesson plansand curriculashared the
following components:

¢ Planning for an artistic product.
+ Explaining academic goals.

+ Connecting artistic goalsto state academic
standards.

+ Assessing students' achievement of academic
and artistic goals.

Contributing Factors

Alternative Learning Strategies

Surveyswith teachers, artists, coordinators and
principalsindicate that CAPE contributesto the
devel opment of skills such as speaking, decision-
making, writing and creative thinking. Integrating
artswithtraditional subjectshas offered aternative
learning strategiesfor al students, and thisappears
to be especidly beneficial to students struggling with
traditional curricula.

Reduced Class Size

CAPE providestwo adultsfor every classroom.
Team teaching allowed both teachers and artiststo
give students moreindividualized attention and
instruction.

Professional Devel opment

Both teachers and artists have opportunitiesto
participatein extensive professional development. In
addition to the benefits of team-teaching, CAPE
offers nearly adozen workshopsthroughout the
year for teachers and artists to work together,
planning lessons and learning how to integrate arts
into the classroom. However, because teachers and
artists often have different work schedul es,
evaluators noted that participation was not ashigh
asit should have been with the average teacher and
artist attending only 1-3 workshops ayear.
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Clear Program Goals

A survey of teachersand artistsinvolved in CAPE
explained that well-defined | earning objectives,
matched to assessment, were crucial to the
program’s success. A well-planned schedulewas
necessary to facilitate artist school visits.

Administrative Support/Staff Commitment
Program staff also indicated that supportive
principals, highly skilled artists and adventuresome,
risk-taking teachers contributed to CAPE’ s success.
The program ran well when teachers worked with
art formsthat they themselvesliked.

Community | nvolvement

Artistsfrom the community serve asrole modelsfor
inspiring the youth, but they are not the only
members of the community critical to the
sustainability of artseducation. Without the support
of parents, families, artistsand arts organi zations,
school boards, superintendents and school
principals, CAPE and other arts education initiatives
cannot survive.

-

N
STUDY METHODOLOGY EVALUATION FUNDING

The CAPE evaluation included in the Champions = Champions of Change was funded by The GE
of Change incorporates data from a long-term Fund and the John D. and Catherine T.

study by the North Central Regional Laboratory MacArthur Foundation. The Chicago Public
(NCREL) and a 1998-99 study by the Imagination  Schools funds CAPE.

Project at the University of California, Los

Angeles (UCLA). Evaluators collected data on GEOGRAPHIC AREAS

student achievement in reading and mathematics  Though this summary focuses on Chicago,

on standardized tests such as the lowa Test of lllinois, Champions of Change includes

Basic Skills (ITBS) and the Illinois Goals snapshots of arts programs across the country.
Assessment Program (IGAP) test. The NCREL

study also used large-scale surveys of teachers CONTACT INFORMATION

and students to obtain an overall view of EeseaEh Bo e

classroom practices. The _Champions_of Change Richard Deasy

researchers also summarlzed_ an _earller ;tudy of Arts Education Partnership

CAPE conducted by the Imagination Project. This Eaune 6 Eren SEie Sl @ e

SUUaly IECUEEE o compari_son§ b_e tweep CAPE. One Massachusetts Avenue, NW, Suite 700
and non_-CAPE schools with similar fauallethmc Washington, DC 20001-1431

and socio-economic student populations. http://aep-arts.orc

Students at CAPE schools were already doing www.pcah.gov

slightly better than those in non-CAPE schools

before the program, so evaluators tried to SeirEe CatieEll B

determine whether the CAPE schools’ advantage EranlEE Schoél ailEsestian

grew over the course of program implementation. 3341 Moore Hall. Box 951521

The evaluators reported that findings for University of CaI'ifornia at Los Angeles
elementary school students were significant, but Los Angeles, CA 90095-1521

that due to the small sample size of CAPE high jamesc@c séis.ucla.edu

schools in the study the data from this age group

were not statistically significant. y
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Chicanos in Higher Education

A Summary of:

“Over the Ivy Walls: Educational Mobility of

Low-Income Chicanos” (1995) State University
of New York Press. By Patricia Gandara.

“Choosing Higher Education: Educationally
Ambitious Chicanos and the Path to Social

Focus
Early Childhood
Primary School
Middle School
Secondary School
v'  Postsecondary
Extended Learning

Mobility” (May 1994) University of California- - J
Davis. By Patricia Gandara.

i e N
Overview POPULATION

Choosing Higher Education focuses on that small
percentage of Chicano and Chicanastudents,
coming from backgrounds of poverty and low
education, who carved out aplace for themselvesin
higher education. All of the professionals
interviewed in the study were considered at risk of
dropping out of schoal, yet al earned an MD, PhD
or JD degree conferred from ahighly regarded
American university of national stature. Over the
Ivy Wallslooks at this same group of successful
Chicano students, but adds a new cohort of 20,
younger Chicana professionals (who earned degrees
inthelate 1980s and early 1990s) to analyze
changing gender expectationsin Chicano
communities and the larger American society.

According to researcher Patricia Gandara, high
academic achievement among low-income Mexican
Americansistragically ananomaly in our society.
While Mexican American studentsaspireto the
same high level s of achievement astheir non-
Chicano peers, few actually realizethese
aspirations. Latinosaretheleast educated, major
population group in the United States. They arethe
least likely to graduate from high schoal, enroll in
college and receive acollege degree. For example,
in Californiaand Texasin 1994, where more than

The study focused on high academic
achievement found among low-income,
Mexican Americans from homes with little
formal education. It examined the backgrounds
of 50 persons, 30 male and 20 female, born
during the 1940s to early 1950s, who met most
of the predictors for school failure or “dropping
out.” All came from families in which neither
parent completed high school or held a job
higher than skilled labor. Most were sons and
daughters of farm workers and other unskilled
laborers. Most began school with Spanish as
their primary language, yet all completed a
doctoral-level education from the country’s
most prestigious institutions. All received their
college education during the 1960s, 1970s and
early 1980s. Thirteen were immigrants, 21 first-
generation and 16 second-generation.

J

one-third of the college age popul ation was L atinos,
only 11-13% wereenrolled in four-year colleges. As
reported by Gandara, the disproportionately low
representation Latinosin four-year collegesand
universitiesthroughout the nation isthe product of
several circumstances: extremely high dropout rates
in high school, inadequate preparation for continued
study and thefailure of four-year institutionsto
attract many qualified Latino candidates.
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Key Findings

This study selected agroup of successful adultsand
interviewed them to determinewhat led to their
success. Interms of youth outcomes, the key
finding issimply that all of the Chicano
professionalsin the study were considered at risk of

dropping out of school, yet al earned an MD, PhD
or JD degree conferred from ahighly regarded,
American university of national stature. Thefactors
that led to the success of these adults are detailed
below under “ Contributing Factors.”

Contributing Factors

Family I nvolvement

Whether it took the form of providing educational
materials at home or becoming an active decision
maker within the child’s school, parental
involvement was cited by intervieweesasan
important component in their educational lives.
Many reported they perceived their mother was
more supportive than their father. “Whilefathers
frequently indicated they wanted their childrento do
well in schooal, they were more ambivalent inthe
messages they conveyed to their children,” noted
the evaluator. In cases where the father was not
fully supportive of the child'seducational
achievement, usually the mother intervened on the
child’sbehalf.

Environment of Achievement

Most interviewees reported the avail ability of some
reading material in the home, and more than hal f
reported that one of their parents was an avid reader
despitealow level of formal education. Several of
the parents held strong views on social issues, or
werewell-versed in history or literature and shared
thislove of inquiry and ideaswith their children.
When asked about the availability in their homes of
an encyclopedia, dictionary, daily newspaper,
magazi ne subscriptions and more than 25 books,
98% of the subjects had at least two of the five

(. When | was in the tenth grade, | took that
special stupid test they give you, and it came
out that | would have been a fantastic
mechanic...so they tracked me
average...again...which precluded mefrom
taking college prep classes, and | had already
taken geometry and Spanish and biology and
some other coursesin junior high.”
—Chicanalawyer y

“Thisis not a study about * successful’
individuals.. .but about people who chose
education as a vehicle for social or economic
mobility or personal fulfillment.”

— PatriciaGéandara, evaluator

things and almost 70% had an encyclopediaasthey
were growing up. Sixty-two percent recounted how
discussions of politicsand world eventswere
routinetopicsintheir households.

Resiliency

Some interviewees were dogged by weak test scores
or negative impressionsthat had to be overcome
before they were permitted to enter the college
preparatory track. Almost all of the study subjects
were eventually tracked into college preparatory
courses when they werein high school. Once there,
the college prep track had an enormousimpact on
them, not only because they were able to participate
in classesthat would lead to college, but also
because of the new, challenging peer group it
defined for them.

I ntegrated Education

In almost every case, these students got into classes
or schoolsin which they were the only — or one of
few — Chicanosin their academic peer group. In
both elementary and high school, 60-70% of the
subjectsreported that they attended mostly white
(and usually middle- to upper middle-class) or
mixed schoolsinwhich at least half the students
wereAnglo.

Financial Aid

All of theintervieweeswerefrom low-income
familiesso financial aid became necessary for many
to attend college. Through aid provided by Latino
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recruitment programs, scholarshipsfor high-
achieving scholarsor stipendsfor low-income
students, the subjects were able to break the cycle
of poverty intheir families.

Mentoring

Half theintervieweesreported having mentors (defined
by the evaluator as* a person who encouraged,
showed the way and nurtured the subject’saspirations
to pursue higher education”) outsidethefamily. The
mentor relationshipswereinformal, positive
relationshipswith supportiveadultsfromthe
community. In some cases, mentoring took theform
of an exceptional interest in the academic nurturing of
asubject, even early on. Thirty percent of the women
intervieweescited aperson outside of thefamily as
having had amajor influence on setting and/or
achieving educational goals; 60% of the mal e subjects
cited such aperson.

A Focuson Minority Achievement and on
Trangtion

Fifty-two percent of theintervieweesattributed their
collegeand/or graduate school attendance, at leastin
part, to recruitment programsfor Chicanos, which
brought bothinformation and financia aid. One-third
of the subjects used junior collegesastheir entry point
into higher education, lacking adequatefinancid
support togodirectly touniversities.

Hard Work

By their own accounts, the professionalsinterviewed
in the study were not the “ smartest” students, but they
wereamong the hardest workers. Almost two-thirds of
them reported having aperiod in school inwhich they
did not dowell. However, hard work at homewasin
evidencefor nearly al the subjects, many of whom
heldjobsto help financially support thefamily, cared
for younger siblingsand took on alarge share of
household chores.

Evaluator Comments

The evaluator noted that the higher proportion of
men in the study was not by design but was dictated
by the difficulty of finding female subjects. The
evaluator determined that the high level of education
achieved by the subject group was much more
difficult for Chicanasto achieve without at |east one
parent breaking into the middle class before them,
most typically amother who had attained the status
of aclerical or secretarial position.

Sincethe group of subjects does not include those
completing their education sincethe early 1980s, the
evaluator acknowledged that the study leaves open
the question of how representative the experiences
of this group were compared to those of more
recent graduates.

-
STUDY METHODOLOGY
To locate the subject group, the evaluator contacted
universities and government offices across the
country and asked them to nominate individuals. To
a smaller extent, the evaluator pulled names from
membership lists of professional organizations,
class lists and university rosters. After reviewing
literature on achievement, motivation and minority
schooling, the evaluator interviewed subjects with
both closed and open-ended questions, then
highlighted areas of broad commonality.

EVALUATION & PROGRAM FUNDING

The evaluation was funded by the University of
California-Davis.

~
GEOGRAPHIC AREAS

The evaluator, while pulling subjects from across the
nation, chose to keep their hometowns, places of
schooling and current location anonymous.

CONTACT INFORMATION
Research Contacts

Patricia Gandara

University of California-Davis
One Shields Avenue

Davis, CA 95616

Phone: 530.752.1011

pcgandara@ucdavis.edu
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Child-Parent Centers

A Summary of:

“The Child-Parent Center Program and
Study” (2000) Success in Early Intervention: The

Chicago Child-Parent Centers pp. 22-63. 4 Focus )
University of Nebraska Press. By Arthur J. v Early Childhood
Reynolds. v Primary School
Middle School

“Long-term Effects of An Early Childhood Secondary School
Intervention on Educational Achievement oo
and Juvenile Arrest” (May 2001) Journal of the (S J
American Medical Association 285(18): 2339-2346.
By Arthur J. Reynolds, Judy A. Temple, Dylan L.
Robertson, and Emily A. Mann.
Overview POPULATION b
Establishedin 1967 through funding from Title| of Since 1967 CPC has served about 100,000
the Elementary and Secondary Education Act Chicago families. Currently, the program
(1965), the Child-Parent Center (CPC) program operates in 23 centers throughout the Chicago
provides comprehensive educational and family Public School system. The longitudinal study
support servicesto economically disadvantaged c_omp_ared _989 child_ren, who attended 20 CPC
children from pre-school through early elementary SitesInIChICAGosINgeSHpoeny
school. The program serves childrenin high nelghbo_rhoods during the m|d719805, to a non-

. . randomized, matched comparison group of 550
poverty net ghborhoodS_V\_/herethere 1Sho ref’:\dy ) children, who participated in alternative early
acpessto_Head Start facilities. Beforemrollmg_their childhood programs and then full-day
childrenin CPC, parents must agree to work with government-funded kindergarten. The vast
the program for ahalf aday per week. CPC majority of students in both groups were
provides half-day pre-school to children (for ages 3- African American (93%), from low-income
4), half- or full-day kindergarten (for ages4-6) and families (84%) or living in single-parent
supplementary servicesto primary school children households (70%). The expected high school
(ages 6-9) and their families. graduation year for youth in the study was

1998-99 and 84% of the original participants
\were still involved in the study in 2000. )

Key Findings
Relativeto children in the matched comparison

group, the participantsin the CPC program had the
following academic achievement gains:

+ Higher rates of high school completion (49.7%
vs. 38.5%; significant at the .01 level).

Moreyears of completed education (10.6 vs.
10.2; significant at the .03 level).

Lower school dropout rates (46.7% vs. 55%;
significant at the .047 level).
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+ Lower casesof juvenile arrests (16.9% vs.
25.1%; significant at the .003 level).

+ Lower ratesof violent arrests (9.0% vs. 15.3%;
significant at the .002 level).

Thelonger children and their families participated in
CPC programs, the stronger the effects on academic
achievement. Relativeto childrenwithless
extensive participation in the program, children who
participated from pre-school through second or third
grade:

+ Experienced lower ratesof graderetentionin
grades K-12 (21.9% vs. 32.3%; .001
sgnificancelevel).

+  Werelessoften classified as needing Special
Education (13.5% vs. 20.7%; .004 significance
level).

In terms of gender, the CPC program had the
strongest effect on boys. The group of
predominantly African American malesfrom CPC
experiencing a47% higher rate of high school
completion than the malesin the comparison group.

CPC program attendance ratesregularly exceed
92%, whichisfour to six percentage points higher
than other Title-l programs.

Program Components

CPC isfounded on the assumption that school
successisfacilitated by a stable and enriched
learning environment during the entire period of
early childhood (ages 3-9). Thefollowing
components are shared by the majority of CPC
program sites:

¢ CPC pre-school and kindergarten programs are
affiliated with elementary schools, but they are
located in aseparate building or wing of the
school. The staff include a head teacher, parent-
resource teacher, classroom teachers, teacher
aides and school -community representatives.
These programs serve from 130 to 210
students, and they have 6 classrooms on
average. CPC primary school programsareall
located in el ementary schoolsand they serve
from 90 to 420 studentsin 4-18 classes.

+ Half-day CPC pre-school programsare offered
for 3 hoursin the morning and 3 hoursin the
afternoon. CPC kindergarten programs are
either half day (2.5 hours) or full day (6 hours).
Both programs run throughout the regular nine-
month school year and for 8 weeks each
summer.

¢ Thechild to teacher ratio in CPC pre-school
programsis17:2, whiletheratioin kindergarten

and primary school programsis25:2. The
presence of parent volunteersfurther reduces
thechild to adult ratio in CPC classrooms.

+ Parentsget involved in numerouswayswith
CPC programs, from volunteering in the
classroomto joining reading groupsinthe
parent-resource room. CPC staff conduct
home visits and parents are encouraged to read
with their children, attend parent-teacher
conferences, enroll in parent education classes
and attend social events organized by CPC
staff. Parent involvement isrequired during pre-
school and kindergarten, and encouraged during
the primary grades.

¢ TheCPC curriculum emphasizesbasic skillsin
language arts and math through avariety of
learning experiencesincluding wholeclass
exercises, small groups, individualized learning
activities, and field trips. In conjunction with
these academic enrichment activitiesCPC
fostersthe psychosocia devel opment of
children.

+ Health screening, referrals, speech therapy and
nursing services, aswell asfree breakfast and
lunch are available to CPC studentsand
families.
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¢+ Theaverage annual cost of the half-day pre-
school program in CPC was $4350 per child.
The average annual cost of the primary

school CPC program (grades K -3) was $1500

per student above the cost of normal school
programming. Both figures given in 1996
dollars.

Contributing Factors

Early Intervention

Program evaluators believed that early
intervention had the greatest impact because it
focused on the early childhood years “when
children and parents are most receptive to
change.”

Parent | nvol vement

Before children are accepted for the program,
parents must commit to participating at least a
half day per week. The evaluators observed that
“many parents do not often participate to this
extent,” but they ranked various parent
involvement activities. The highest parent
participation occurred in parent-resource rooms,
organized school activities and home support
activities. Evaluatorsranked parent participation
in classroom volunteering as “ moderate,” and
parent enrollment in formal adult education
courses was ranked “low.” Parent-center
resource rooms located in every CPC site serve
asthefocal point for parent services and
involvement.

Community | nvolvement

Each CPC program site hasafull-time community
liaison, who hasusually grown upinthe
neighborhood around the school. This staff
member identifiesfamiliesin need of CPC services
and goes door-to-door to recruit prospective
families. The community representative also
conducts at least one homevisit per enrolled child.

Program Continuity/L ong-term support
Evaluators argued that one of the key factorsthat
contributed to program successwasthe duration
and continuity of support received by CPC children
fromage 3109, especially in contrast to the
relatively haphazard academic support availableto
other children from similar socio-economic
backgrounds. Thiscontinuity facilitated student
transitionsfrom pre-K to kindergarten and from
kindergarten to the elementary school grades.

I ndividualized Attention/Small Classes
“Therelatively small class sizes and the presence of
several adultsenablearelatively intensive, child-
centered approach to early childhood devel opment,”
according to the evaluator.
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STUDY METHODOLOGY

This quasi-experimental, longitudinal study originally
included all children who enrolled in the 20 CPCs
with pre-school and kindergarten programs
beginning in the fall of 1983 and who were
kindergarten graduates. Children who were age 3
or 4 when they enrolled could participate in the
program up to age 9 in the spring of 1989. The
comparison group included children who did not
have a systemic intervention from pre-school
through third grade, though some had participated
in Head Start and most had attended an all-day
kindergarten called the Chicago Effective Schools
Project (CESP). These two groups were matched
for race/ethnicity, gender and family income. The
parents of CPC program participants had a higher
high school graduation rate than the parents of
children in the comparison group (66% vs. 60%),
but evaluators took these differences into account
when measuring program effects. By the age of
20, 83% of the original sample of 1,539 children
were still involved in the longitudinal study.

EVALUATION & PROGRAM FUNDING
Title | of the Improving America’s Schools Act
funds the pre-school and kindergarten
components of the CPC program, while the
State of lllinois funds the primary school
component of CPC. The evaluation was funded
by the National Institutes of Health and the U.S.
Department of Education.

GEOGRAPHIC AREAS
Chicago, Illinois

CONTACT INFORMATION
Research Contacts

Arthur J. Reynolds, Associate Professor
The School of Social Work

1350 University Ave.

Madison, WI 53706

Phone: 608.263.3837

ajreynol@facstaff.wisc.edu

~
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City Schools

A Summary of:
“Beating the Odds: A City-By-City Analysis of
the Student Performance and Achievement

Gaps On State Assessments” (May 2001)
Council of the Great City Schools. By Sharon Lewis

Focus
Early Childhood

and Michael Cassery. v' Primary School
v' Middle School

" . . . v' Secondary School

Closing the Achievement G.aps in Urban Postsecondary
Schools: A Survey of Academic Progress and L v Extended Learning )
Promising Practices in the Great City Schools”
(October 1999) Council of the Great City Schools. By
Sharon Lewis, Jack Jepson and Michael Casserly.

i e N

Overview POPULATION

In 1999, the nation’s urban public schools educated
about 40% of al students of color, 35% of students
eligiblefor free and reduced pricelunch, and 30% of
Englishlanguagelearnersinthenation. The Council
of the Great City Schools National Task Forceon
Closing Achievement Gaps compiled and examined
efforts and datafrom 48 major urban school systems
acrossthenation. The evaluatorsdiscussed
achievement gapsin the context of two genera
observations: 1) African American, Latino, Native
American and other students score lower, asgroups,
than white studentson standardized achievement tests;
2) students of lower socio-economic status score
lower, asgroups, than students of middle or higher
S0Ci 0-economic status on standardi zed achievement
tests. Some school districtshad thegoal of boosting
achievement specifically for minority populations;
otherstried to boost the achievement of every student
with thethought that minority achievement increases
wouldfollow.

The school districts observed were of varying
sizes and had varying mixtures of minority
populations. Depending on the minority
populations present, each urban school district
chose to concentrate its “closing the gap”
efforts on different groups. Some focused on
groups of a certain socio-economic status
rather than on groups of a certain race. For
example, in Dallas, schools concentrated on
closing the achievement gap for Latino
students, while in Baltimore and Birmingham —
both with more than 85% African American
student populations — schools concentrated on
boosting the achievement of all students. In
Des Moines, schools focused on improving
achievement for all students, but then broke out
achievement data by socio-economic status/
income in order to shape future efforts.

Key Findings

Thisreport sharesavariety of findingsfrom urban
digtrictsaround thenation. A sampling of these
findingsshow many citiesincreased theachievement
of African American and L atino studentson
standardized testsand reduced the gap between

minority and white students, by differing amounts.
Some of theinitiatives described herea soincreased
white achievement. Below, datafrom severa citiesare
reported, though readers should use cautionin
comparing the school districts (see Evaluator
Commentsbelow).
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In Boston, MA

Time period: 1996 to 1998

African American achievement gainsin math,
grade 5: 56% to 59%, 3 percentage points

White achievement gainsin math, grade 5: 79%
to 80%, 1 percentage point

Gap reduction: The gap between African
American and white students decreased

from 23 to 21 percentage pointsin grades5.

How measured: Percent at or above “basic”
level on the Stanford-9 Achievement Test.
[See chart for more details on Boston's
achievement gap reduction.]

Srategy: Raised academic standardsin every
subject areaand every grade.

In Broward County, FL

Timeperiod: 1994 to 1998

Gap reduction: The gap between African
American and white students decreased
from 25 to 18 percentage points.

The gap between limited English proficient
students (LEP) and non-LEP students
decreased from 24 to 12 percentage points.

How measured: Floridawriting assessment.

Strategy: Implemented curriculum reformsand
assigned “ academic coaches’ to schools.

In Charlotte, NC

Time period: 1995-1996 to 1997-1998

African American achievement gainsin grade 3:
39% to 48%, 9 percentage points

White achievement gainsin grade 3: 78% to
83%, 5 percentage points

Gap reduction in grade 3: The gap between
African American and white students
decreased from 39 to 35 percentage points.

How measured: Percent reading at or above
their gradelevel.

Srategy: Adopted high achievement goalsand
created Project Charters.

In Memphis, TN

Time period: Sincethe 1994-95 school year

African American achievement gains.
Percentage earning an honorsdiploma
doubled.

Srategy: Offered extended learning
opportunitiessuch as“ AlgebraCamp” for
minority studentsand othersin need,
eliminated low-level course offerings.

In El Paso, TX

Time period: 1994 to 1998

African American achievement gainsin grade 3:
39% to 66%, 27 percentage points

White achievement gainsin grade 3: 72%to
85%, 13 percentage points

Gap reduction: The gap between African
American and white students decreased
from 33 to 19 percentage points.

How measured: Percent who achieved
minimum expectations on all sections of the
Texas Assessment of Academic Skills
(TAAYS).

Strategy: The El Paso School District does not
have aformal policy to address
achievement gaps.

InFort Worth, TX

Timeperiod: 1994 to 1999

L atino achievement gainsin math, grade 3: 44%
to 78%, 30 percentage points

White achievement gainsin math, grade 3: 78%
to 88%, 10 percentage points

Gap reduction: The gap between African
American and white students decreased
from 34 to 14 percentage pointsin math,
grade 3.

How measured: Percent of third-graderswho
passed the TAAS math assessment.

Strategy: Created instructional support teams,
tutoring and reading programs, anew
mathematicsinitiative, restructured bilingual
programs, staff development, and
benchmark testing.
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Boston Public Schools: % of Students
Scoring at or Above “Basic” Level
on Stanford-9 Achievement Test, 1996 and 1998

1996 | 1998 | Changein Gap
Grade 5 1996-98
Math
African American 56 59
(African American—White Gap) 23 21 2
White 79 80
(Latino-White Gap) 19 16 3
Hispanic 60 64
Grade 6
Reading
African American 76 80
(African American—White Gap) 14 10 4
White 90 90
(Latino-White Gap) 22 14 8
Hispanic 68 75
Math
African American 38 45
(African American—White Gap) 29 25 4
White 67 70
(Latino-White Gap) 30 21 9
Latino 37 48
Grade 7
Reading
African American 76 82
(African American—White Gap) 17 13 4
White 93 95
(Latino-White Gap) 24 21 3
Latino 69 73
Grade 9
Reading
White 87 90
(Latino-White Gap) 23 24 1
Latino 64 67
Math
African American 26 39
(African American—White Gap) 42 36 6
White 68 75
(Latino-White Gap) 40 35 5
Latino 28 40
Grade 11
Reading
White 85 86
(Latino-White Gap) 39 32 7
Latino 46 54
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Program Components

The 48 urban school districtsevaluated varied in
their approaches, but some common threads
emerged:

+ Reducing classsizewasastructural changethat
accompanied many of the school reforms.

+ New learning standards were adopted by most
urban school districts.

+ Academic coaches, instructional advisory teams,
curriculum speciaistsand other school reform
specidistswerehired by school districtsto help
offer technica assstanceto schoolsonafull-time
or part-timebass.

+ Trainingfor principasor teacherswascommonly
offered beforeimplementation began.

“Improving our data, and hence our ability to
monitor trends, should be one of our highest
priorities.”
—Michael Casserly, Executive Director,
Council of the Great City Schools

¢ School-wide“learning philosophies’ or
“covenants’ were often used asaway to build
student, parent and staff enthusiasm for a
school-widereform.

¢ Summer learning academiesor other
intervention strategies were employed asaway
to supplement curriculum.

+ Many digtrictsestablished and annually
reviewed achievement goal's, measuring
achievement with multiple assessments.

Contributing Factors

Focuson Minority Achievement

Many districts began their reform efforts after
analyzing datathat clearly showed the
achievement gaps between minority students and
other students, or between |ow-income students
and other students.

Extended Learning
Many districts attributed successin part to longer
school days, longer school years, summer school,

[ Few goals could be more important to
American public education today than closing
the achievement gaps among students by race,
income, language and gender.

—Michael Casserly, Executive Director,

Council of the Great City Schools
(. J

after-school tutorials or Saturday enrichment
opportunities.

Increased Emphasis on Reading

Anincreased emphasis on reading, particularly in
the early grades, hel ped boost both achievement
scores and student confidence.

Community | nvolvement

Some districts devel oped linkageswith
community organizations or private businesses
that offered equipment, facility improvements,
mentors for students, and other resources.

Planning, | mplementation and Evaluation
The districts that showed the most dramatic
progress had detailed reform planning and
evaluation procedures.
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Evaluator Comments

The evaluator noted that therearelimitationsin the

comparisonsthat can be drawn between the data
from various school districtsinthe Key Findings
section of the summary:

+ [|tisdifficult to compare some achievement data
across states, because each state has devel oped

itsown assessment, administration guidelines,
testing timelines, and gradesto betested.

¢ Trendlinesmay vary in duration from state to
state. Some districts have trend data spanning
four to six years, while others may have data
for only two years.

Each statereportsitsresultsin differing metricsor
statistical units. The metrics can affect how good or
bad the scoreslook and can influence the direction
of the trends.

~

STUDY METHODOLOGY GEOGRAPHIC AREAS

The evaluators mailed a survey developed by the  The study covered a national span.

National Task Force on Closing Achievement

Gaps to curriculum and research directorsinthe CONTACT INFORMATION

Council of the Great City Schools’ 55 cities. Research Contacts

Response rate was 87%. Achievementdatawas  Sharon Lewis and Michael Casserly

self-reported by the districts and was rounded to  Council of the Great City Schools

the nearest whole number. 1301 Pennsylvania Avenue, N.W., Suite 702
Washington, D.C. 20004

EVALUATION & PROGRAM FUNDING  202.393.2427

The study was conducted and funded by the Fax: 202.393.2400

Council of the Great City Schools. Reforms Ll Liin

discussed were funded in a variety of ways but slewis@cgcs.or

most commonly through state, district or Title |

monies. )
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Class Size: Project SAGE

A Summary of:

“1999-2000 Results of the Student
Achievement Guarantee in Education
(SAGE) Program Evaluation” (December
2000) Center for Education Research, Analysis,
and Innovation, University of Wisconsin—
Milwaukee. By Alex Molnar, Philip Smith, John
Zahorik, etal.

“1998-99 Evaluation Results of the Student

“Evaluating the SAGE Program: A Pilot
Program in Targeted Pupil-Teacher

Reduction in Wisconsin” Education and Policy
Analysis (Summer 1999): 165-177. By Alex
Molnar, Philip Smith, John Zahorik, et al.

4 )
Focus

Early Childhood
v' Primary School

. . . Middle School
Achievement Guarantee in Education Secondary School
(SAGE) Program” (December 1999) Center for Postsecondary
Education Research, Analysis, and Innovation, S Extended Learning )
University of Wisconsin—Milwaukee. By Alex
Molnar, Philip Smith, John Zahorik, et al.
Overview  POPULATION h

Enacted by statelaw in 1995, Wisconsin's Student
Achievement Guaranteein Education (SAGE)
program began asafive-year pilot programinthe
1996-97 school year to test the hypothesisthat
smaller classesin elementary schoolsraisethe
academic achievement of disadvantaged students.
SAGE includesfour reforminitiatives: (1) reduction
of the pupil-teacher ratio in classroomsto 15:1; (2)
establishment of “lighted schoolhouses” that are
open longer than the traditional school day; (3)
development of rigorous curricula; and (4)
refinement of staff development and professional
accountability systemsto support the classsize
reduction program. During thefirst year of SAGE,
schoolsfocused onimplementing the classsize
reductioninitiative. To achievethe desired pupil-
teacher ratio, SAGE schools used regular
classrooms (15 students and 1 teacher); shared
space classrooms (classroomsdivided by a
temporary wall with 15:1 classeson either side);
two-teacher teams (30 students with 2 teachers);
and floating teachers (who joined 30-student
classroomsfor core classes). Two other strategies

More than 3000 kindergarten and first grade
students attended SAGE schools in the first two
years of the program. Evaluators compared the
scores of these students with scores of more
than 1600 students in comparable district
schools with similar socioeconomic
demographics. SAGE classrooms have a
student-teacher ratio of 12-15 students to 1
teacher and comparison classes have 21-25:1.
SAGE includes 30 schools from 21 Wisconsin
districts. Seven of the schools are in
Milwaukee. In the school year 1999-00, 46.9%
of SAGE students were white, 25.3% African
American, 10.4% Native American, 7.8%
Latino, 5.2% Asian, 1.6% other (0.3%
unavailable). Of these students, 63.4%
received free or reduced price lunch.

(.
were used inrareinstances: split day classes (15
students and 2 teachers, one in the morning and the
other in the afternoon) and three-teacher classes (45
studentsin one large room with three teachers).
SAGE school sreceived $2000 per low income
student to implement these class sizereduction
strategies.

J
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Key Findings

SAGE and comparison school students began first
grade with similar reading, language arts and math
scores on pre-tests, but by the second and third
grades, SAGE students outscored their peersin
comparison schools on every test administered by
the evaluators. The gap was statistically
significant in every subject except reading. The
mean scores on the Comprehensive Test for
Basic Skillsfor second gradersin SAGE and
comparison schools arereported in Figure 1.

To indicate the significance of these mean score
differences and adjust for variables such as
family income, attendance and race, evaluators
determined an adjusted effect size for the impact
of small classesin each of the testing categories:
Reading (.157), Language Arts (.230),
Mathematics (.427) and total score (.315).

Though they started first grade with the same
academic profiles, African American students
made greater gainsin the small SAGE classes
than African Americansin larger classes. Figure
2 shows CTBS scoresfor African American
SAGE and Comparison studentsin the second
grade.

The SAGE initiative reduced the gap between
white and African American student achievement,
with the strongest effect observed during thefirst

-

Fig - 1: Mean CTBS Scores: SAGE and
Comparison Students (1999-00)
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grade year. By contrast, the achievement gap
increased over timein comparison schools.

For the second grade cohort between 1998 and
2000:

+ SAGE pretest achievement gap (22 points);
second grade gap (21 points).

+ Comparison pretest achievement gap (26
points); second grade gap (30 points).

For the third grade cohort between 1997 and 2000:

+ SAGE pretest achievement gap (29 points);
third grade gap (23 points).

+ Comparison pretest achievement gap (15
points); third grade gap (28 points).

Thedifferencesin achievement outcomes, related to
thetype of classroom reduction strategy used, were
not statistically significant. 1nother words, regular
small classes, team-teacher classes, shared space
and floating teacher classes had similar, positive
benefitsfor student achievement.

According to evaluators, therigorous curriculum,
lighted school house and staff devel opment
components of the SAGE reform model were not
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uniformly or immediately implemented acrossthe
schools, so that they had littleimpact on
achievement in SAGE classroom performancein the
first few years. Astheseinitiativeswerefully
implemented, they positively influenced classsize
findings.

L In terms of effect size, a positive figure less than 0.25 is a
modest effect; 0.25 to 0.5 is a moderate effect; a figure of
0.5 or above is a large effect.

Program Components

SAGE used thefollowing strategiesto reduce class
size, given the constraints of existing facilitiesand
personnel in participating elementary schools:

*  Small Classroom: student-teacher ratio of 15:1
in oneroom.

* Two-Teacher Teams:. student-teacher ratio of
30:2in oneroom.

* Three-Teacher Teams: student-teacher ratio of
45:3inonelargeroom.

¢ Shared Space Classroom: onelargeroomwith a
temporary divider and two classeswith 15:1
student teacher ratios on either side.

+ Floating Teacher: aroving teacher joins 30:1
classroomsfor core classes each day.

+ Split Day: 2 teacherswith 15 students, each
instructs for half of the day.

According to asurvey of 150 first- and second-
gradeteachersin SAGE schools, the smaller class
sizesallowed for new teaching strategies, including:

individualized instruction

classroom discussion

hands-on activities

more content coverage

lesstime dealing with disciplinary problems

* 6 6 o o

Contributing Factors

Reduced Class Size

According to the evaluators, the most significant
factor affecting individual student performance on
tests was socioeconomic status (SES), but when this
variable was accounted for, class size had the most
significant effect on student scores. All of theclass
sizereduction strategies used by SAGE had similar,
positive effects.

I ndividualized Attention

According to SAGE teachers, the most significant
factor inimproving the learning environment and
student achievement in smaller classeswasthe
individualized instruction and attention that these
classesalow. Insmall classes, theteachers
understood the strengths and weaknesses of each
student and tail ored their instructiona strategiesto
these students’ unique needs.

Classroom Management

Themajority of theteachersin small classes
reported fewer discipline problems. Through
classroom observation and student achievement
data, the evaluators found that the more effective
teachers used a consistent, decisive and assertive
management styleto enhancethedisciplinary
benefitsof small classsize.

I nnovative | nstructional Strategies

Becausethey have fewer discipline problems, small
classesallow for student-directed lessons and
creative problem-solving assignments, but
evaluatorswarned that theseinnovativeinstructional
strategiesmust be grounded in drillsthat ingtill an
understanding of basics and fundamentals.
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STUDY METHODOLOGY reimburse school districts for 20% of the
SAGE legislation mandated annual evaluation of construction costs for new classroom facilities.
the program'’s effects. The evaluation used a
quasi-experimental, comparative change design. =~ GEOGRAPHIC AREAS
The evaluators chose this method because they SAGE has now been implemented in 46 school
could not randomly assign students and teachers  districts throughout the state of Wisconsin.
to classrooms or keep classroom cohorts intact Legislation is pending to bring this pilot program
from year to year. The lack of incentives for to scale in all of the state’s school districts.
participating in the comparison group made it
impossible for the evaluators to use matched-pair CONTACT INFORMATION
comparison schools. But scores from the Research Contacts
Comprehensive Test of Basic Skills for both Alex Molnar, Professor
SAGE students and non-SAGE students allowed Department of Curriculum and Instruction
evaluators to determine the influence of class size  yniversity of Wisconsin—Milwaukee
on academic achievement. Evaluators collected PO Box 413
classroom organization profiles and teacher Milwaukee, WI 53201
questionnaires as well as conducted site visitsto  phone: 414.229.4592
SAGE classes and interviews with SAGE Fax: 414.964.4209
teachers. The evaluators gave both SAGE and www.uwm.edu/Dept/CERAl/sage.html
non-SAGE schools the option of not testing alexm@uwm.edu
students who had special needs or who spoke
English as a second language. Program Contact

Janice Zmrazek, SAGE Program Coordinator

EVALUATION & PROGRAM FUNDING  wisconsin Department of Public Instruction
SAGE and the SAGE evaluations are funded by PO Box 7841
the state of Wisconsin. The state has provided Madison WI 53707-7841
$37 million to bring the SAGE program to Phone: 608.266.2489
approximately 400 new schools in the 2000-01 www.dpi.state.wi.us/dpi/oea/sage/index.html
school year and an allocation of $3 million to janice.zmrazek@dpi.state.wi.us
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Class Size: Project STAR

A Summary of:

“Would Smaller Classes Help Close the
Black-White Achievement Gap?” (March
2001) Princeton University Industrial Relations
Section Working Paper #451. By Alan B. Krueger
and Diane M. Whitmore.

“The Enduring Effects of Small Classes”
(2001) Teachers College Record 103(2): 145-183.

“The Tennessee Study of Class Size in the

Early School Grades” (May 1995) American
Academy of Arts and Sciences. By Frederick
Mosteller.

Focus
Early Childhood
v' Primary School

By Jeremy Finn, Susan Gerber, Charles M. '\Sﬂéif)lﬁ di?gosoéh ool
Achilles, and Jayne Boyd-Zaharias. Postsecondary
Extended Learning
“Class Size and Students At-Risk: What Is - o
Known? What is Next?” (April 1998) Office of
Educational Research and Improvement, U.S.
Department of Education. By Jeremy D. Finn.
Overview  POPULATION R

Tennessee was at the vanguard of statesin
conducting studiesto determine the academic
achievement effectsof reducing classsize. In
Project STAR, the Lasting Benefits Study and
Project Challenge, Tennessee evaluatorswere
especially interested in the effect of reducing class
sizesfor minority student achievement. Project
STAR (Student/Teacher Achievement Ratio) wasa
four-year educational reform experiment conducted
from 1985-1989 by the state of Tennessee. It was
intended to test whether students attending small
classesin gradesK-3 had higher academic
achievement than their peersin larger classes. The
79 participating elementary schoolsthroughout the
state randomly assigned students entering
kindergarten to one of three classtypes: small (S)
with 13-17 pupils; regular (R) with 22-26 pupilsor
regular with afull timeteaching aide (RA) with 22-
26 pupils. With few exceptions, students remained
in these class categoriesfor four years. The teachers
in these school sreceived no special instructionin

Nearly 12,000 students in more than 300
classrooms participated in Project STAR.
Approximately one quarter of the students in
Project STAR were minorities, primarily African
Americans from Tennessee’s large metropolitan
areas. Inthe Lasting Benefits Study,
evaluators continued to track the academic
progress of between 4,000 and 6,000 of the
STAR participants annually from 1990-1994.

J

thefirst year of the program, and they were
randomly assigned to the different types of classes
every year. After Project STAR'sfourth and final
year, the state continued to track the academic
achievement of STAR students asthey reentered
regular classesfor grades4-6. (Thisfollow-up
research was called the Lasting Benefits Study.)
Convinced that small classeswere effective,
Tennesseeimplemented Project Challengein 1989,
creating small classroomsfor gradesK-3inthe 17
districtswith thelowest average incomes and test
scoresin the state.
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Key Findings

Evaluatorsfirst reported the impact of small
classes, by comparing the test scores of students
in these classes with the scores of studentsin
regular classes with and without aides. They also
compared the scores of studentsin regular classes
with aidesto those in regular classes without
aides. The presence of Teacher Aides did not
have a significant impact on academic
achievement; truereductionin classsize did.
Gainsin effect sizes are reported in the chart
below.

Evaluators al so disaggregated the achievement
gainsfrom smaller classes by race. Whileall
students did better in small classes, thegainsin
effect size for minoritieswere approximately
twice the gains of whites, reducing the
achievement gap.

The Lasting Benefits study reveal ed that students
who had been in small classes for more than one
year retained an academic achievement advantage
over peersin large classes through eighth grade
(four years after leaving small classes). For
students who spent one year in asmall class, the
benefits seen above did not last through middle
school. However, students who spent three years
insmall classes, were on average 4.5 months

Small Class Achievement Gains
for White and Minority Students
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0.3

0.2

0.1
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3rd Grade 3nd Grade

Reading

1st Grade
Reading
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Math
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Reading
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& J

ahead of their peersin Grade 4, 4.2 monthsin
Grade 6 and 5.4 months in Grade 8.

Evaluators used college admissionstest taking
(ACT or SAT) to determine whether classsizein
elementary school affected college aspirations.
Both white and African American studentsin
small classes were more likely to take the SAT or
ACT than students who had been placed in
regular size classesin elementary school. [See
graph.] However, the differencein scores

( N
First Grade Gains: Small Classes (S),
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between the two groups was not statistically
significant.

The studentsin the 17 low-income districts where
Project Challenge reduced class sizesin 1989 saw
gainsrelativeto student scores before the project

implementation. Gainsin effect sizesfor these
districtsaveraged 0.4 reading and 0.6 for
mathematics. Between 1989 and 1993, these
schoolsalso improved their average rank among the
139 school districtsin the statefor reading (from
99" to 78" and for math (from 85" to 56").

Program Components

The basic intervention of Project STAR was
reductionin classsize, but funding for new teachers
was al so acomponent:

¢ Thesmall classesin Project STAR had an
average of 15 students each, down 35% from
theregular class size average of 22-23 students.
To beeligiblefor Project STAR, schools had to
serveat least 57 kindergarten students (allowing
asmall classof 13 and two large classes of 22).
When Project Challenge wasimplemented,
classeswere also reduced to an average size of
15 students.

+ After thefirst year of Project STAR's
implementation, thelegislature mandated a
three-day training program for asample of
teachersassigned to all three classtypes.
Because 30% of these teachers had more than
20 yearsof experience and becausethetraining
was of ageneral nature, evaluators found that it
did not affect Project STAR’sresults. There

waslittledifferenceinthe academic
achievement intrained teachers’ classes
compared to other small classes. The benefits
of small classeswere confirmed for “trained”
and “untrained” teachersalike.

¢ Teachers aidesin Project STAR werefull-time,
paid employeeswho received no special training
for work with theregular sized classes.

¢ Project STAR provided funds only for the
hiring of new teachersand teachers’ aides, not
for the construction of new classrooms or other
facilities. Schools had to supply classroomsfor
the new teachersif they volunteered to
participatein the program.

¢ Inthefirst year of Project STAR (1985), the
Tennessee state legidlature allocated $3 million
for itsimplementation. Comparableallocations
were made for each of the next three years.

Contributing Factors

Early and Sustained I ntervention

Evaluators suggested that small class size might be
most effective for younger students because these
students come from avariety of backgrounds and
“many need training in paying attention, carrying
out tasks and behavior towards othersin aworking
situation.” In short, they need to “learn to learn”
along with others, and thismay be easier in small
classes at an early age. Thelasting benefits accrued
to studentswho started early and continued in small
classesfor 2-4 consecutive years.

Student Engagement

The evaluatorsfound that increased student
participation and engagement in smaller classes
contributed to the academic achievement outcomes
and constituted mutually reinforcing positive
attributes of these classes.

I ndividualized Attention

The evaluators admitted that there were mixed
findings on the amount and impact of individualized
attention in smaller classes. Though teachersfelt
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that smaller classsizefacilitated individualized
attention for students, observers suggested that
“teachersdid not alter the proportion of their time
spent interacting with the whol e class, with groups
or withindividua pupils.”

Decreased Disciplinary Problems
Evaluatorsfound that decreased disciplinary
problems contributed to amore positive learning
environment in which there were fewer distractions
from academics.

Evaluator Comments

Oneresearcher noted that “moving incompatible
children” from the small class groupsto the control
group had an indeterminate impact on the study.
From the first year cohort of studentsin small
classes, 108 out of 1678 (6.4%) studentswere
moved to the other groups, perhaps si phoning of f

studentswith behavior problemsor academic
deficiencies.

Evaluatorswere also careful to point out that
Project Challenge resultswere not compared to a
control group.

-~
STUDY METHODOLOGY
Project STAR was a controlled randomized
experiment on a large scale, and as such, it is one
of the most rigorous evaluations in this
compendium. Schools chose to participate in the
study and 79 fit the criteria (they had to commit to
the study for four years, had to supply the extra
classrooms, and had to enroll at least 57
kindergarteners). Participating elementary schools
throughout the state, randomly assigned students
entering kindergarten to one of three class types:
small (S), regular (R), or regular with a full-time
teaching aide (RA). Students remained in these
class categories for the next four years. Teachers
were randomly assigned to the different types of
classes every year. Norm referenced and criterion-
referenced achievement tests (the Standford
Achievement Tests and Tennessee Basic Skills
Tests, respectively) were administered at the end of
each school year. Finn’s report summarizes
different class size studies including STAR, the
Lasting Benefits Study, and Project Challenge.

EVALUATION & PROGRAM FUNDING
Project STAR was funded by the state of
Tennessee. The Office of Educational

Research and Improvement in the U.S.
Department of Education funded work on the
Finn monograph and the American Academy of
Arts and Sciences funded Mosteller’s report.

GEOGRAPHIC AREAS

Tennessee

CONTACT INFORMATION
Research Contacts

Jeremy D. Finn, Professor

Graduate School of Education

409 Baldy Hall, North Campus

State University of New York at Buffalo
Buffalo, NY 14260-1000

Phone: 716.645.2484x1071
finn@acsu.buffalo.edu

Alan B. Krueger, Professor
Economics and Social Policy
Woodrow Wilson School
Princeton University
Princeton, NJ 08544-1013
Phone: 609.258.4046

Fax: 609.258.2907
akrueger@princeton.edu
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Class Size Reduction

A Summary of:

“Class Size Reduction in California: The

1998-99 Evaluation Findings” (June 2000)
CSR Research Consortium. By G. W. Bohrnstedt
and B. M. Stechter, eds.

Focus
Early Childhood
v' Primary School

Middle School
“ . L . . Secondary School
Class Size Red_ uction in California: Early Pastsecondary
Evaluation Findings, 1996-1998" (June 1999) Extended Learning
CSR Research Consortium. By G. W. Bohrnstedt ~ o
and B. M. Stecher, eds.
i ( )
Overview POPULATION

In the wake of Tennessee's Project Star study of
academic achievement in smaller, elementary school
classes, California slegidature enacted amajor
Class Size Reduction (CSR) initiative to create
smaller classesfor al public school studentsin
gradesK-3. Begunin 1996, CSR aimed at reducing
average class sizein these grades from 30 students
to 20 or fewer students. During the 1996-97
school year, Californiagave $650 per student to
schoolsthat had implemented smaller classesand
the state allocated an additional $400 million for
new facilities. Inthe 1998-99 schooal year, the state
provided $800 per student in small classes. Average
expenditures per student in these districts before
CSR ranged from about $4100 to $4800.

By the third year of CSR (1998-99), nearly 1.8
million (92%) kindergarten through third grade
students in California public schools were
attending smaller classes (with an average of
20 or fewer students). California’s K-12 public
school enrollment was 41% Latino, 39% white,
11% Asian/Pacific Islander, 9% African
American and 1% Native American. One-third
of these students are considered English
Language Learners (ELL) and one-fourth come
from families who receive Aid to Families with
Dependent Children (AFDC). The state’s K-3
teacher workforce has grown by 38% since the
start of the initiative (22,000 new K-3 teachers
kwere hired in the first two years).

Key Findings

Evaluatorsreported only third grade achievement
scores “ because of the rapid implementation of the
reform.” These scoresrevealed asmall, but
statistically significant, positiveimpact of CSR on
the proportion of students scoring above the 50
percentile on the SAT-9 test. Between 1% and 4%
more third graders scored above the national median
in schoolsthat had implemented CSR.

CSR had asimilar, positiveimpact for al students
regardless of race, family income or language group.
However, evaluators noted that the effect of CSR
was quite small when compared to the effect of
race, ethnicity or income on student score
differentials. Thedifferences between white and
minority student scoreswere much greater than the
difference between CSR and non-CSR student
scores. For instance, the effect size of race on

American Youth Policy Forum



Raising Minority Academic Achievement 95

reading achievement when comparing African
American and white studentswas 0.8, whereas the
effect size of the CSR initiative on reading scores
was merely 0.05.

In short, whilethe CSR initiativeimproved all
student scoresdlightly, it did not reduce the minority
achievement gap and had amuch smaller effect on
test scores than student backgrounds did.

Studentsin small mathematics classes had more
timeto work with measuring instruments (e.g. rulers
and compasses), but therewas no differencein time
ontask inlanguage arts classes. On average,
teachersin small classesreported spending more
time each day working with studentsin small groups
(23.4 minutesvs. 14.6 minutes) and individually
18.1 minutesvs. 11.4 minutes).

~
Percentage of Third Grade Students

Scoring Above the 50th National Percentile
50 - Rank on SAT-9

40
30
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Reading Math Language

Spelling
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J

Program Components

CSR reduced class sizes from 30 to 20 students
for the mgjority of K-3 classroomsin California
public schools, and it led school districts across
the state to hire new teachers and create new
classrooms:

¢+ CSRledto thehiring of 38% more teachers
in Californiaelementary schools, but it also
resulted in adeclinein the average education,
experience and credentials of K-3 teachersin
thefirst two years of implementation. Before
CSR, only 1% of California’s K-3 teachers
were not fully accredited, but after two years
of CSR, thisfigure had risen to 12%. The
rateswere even higher in low-income school
districts where more than 20% of teachersin
1997-98 were not fully accredited. The need
for teachers created by CSR may have led
English Learner and Special Education

teachersto switch to mainstream K-3 classes.
In 1998-99 alone, 1000 EL and Special
Education teachers across the state moved
into mainstream K -3 classes.

The demand for new classroom space created
by CSR actually reduced the availability of
other types of facilitiesin schools. Principals
reported that new classrooms pre-empted
40% of their special education rooms, 27% of
childcare space, 26% of music/artsrooms,
22% of computer rooms, 20% of library
space, 13% of teacher prep space and 12 %
of physical education space.

The state of California has spent
approximately $1.5 billion per year to reduce
classsizein primary schoolsthroughout the
state since the 1996-97 school year.
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Contributing Factors

Unintended Conseguences

The increased demand for new teachers due to
CSR unintentionally led to adeclinein average
education level, experience and credential s of
teachers, especially in high poverty and high
minority districts. Similarly, theincreased demand
for new rooms, without an adequate amount of
fundsfor additional construction, led to aloss
space for childcare, music, arts, special

education, library and computer facilities.

Funding Disparities

Because the state funded schools on a per pupil
basis only after implementation, schoolsthat did
not implement smaller classes quickly received
less CSR money. Thisled to adisparity in
funding for school districts serving higher
proportions of minority and low-income students
that lacked thefacilitiesto implement CSR. In
the 1997-98 school year, districts with fewer than
17% minority students received an average of $100

more per K-3 student from CSR than districts
where minority students made up two-thirds of the
student popul ation.

Yet in placeswhere CSR wasfully implemented,
the evaluators pointed to two factors that may have
contributed to the academic achievement benefits
that accrued from the program.

Discipline

Teachersin smaller classesreported spending
dlightly lesstime each day dealing with discipline
problemswhen compared to teachersinlarge
classes.

I ndividualized Attention

Theteachersin small classesreported spending
moretimegiving “ sustained attention” to students
who needed special assistance with reading and
moretime*“addressing individual students’ personal
needs’ than teacherswith large classes.

Evaluator Comments

AY PF culled the above contributing factorsfrom
these studiesfor comparison with other summaries
inthevolume. However, the CSR Consortium
researchers were quick to point out that these
studies were not based on experimental data, and
therefore, they were unable to draw clear causal
inferences from the CSR research.

Aboveall, the researchers noted that it istoo early
to passafinal judgement on the effectiveness of the
CSRinitiative. “No onehasever implemented a
class size reduction reform on this scale before, and
itisdifficult to establish criteriafor successat this
juncture. Additional time and experienceare
needed if we are to measure the cumul ative effects
of reduced classes,” they concluded.

American Youth Policy Forum



Raising Minority Academic Achievement

97

STUDY METHODOLOGY

Evaluators from the American Institutes of
Research (AIR), the University of California-
Riverside’s California Education Research
Cooperative (CERC), RAND, Policy Analysis for
California Education (PACE), WestEd and
EdSource make up the CSR Research
Consortium. AIR and RAND researchers are the
co-principals leading the investigation.
Researchers used statewide school demographic
data, achievement data from SAT-9 tests,
interviews and surveys with parents, teachers and
administrators to assess the impact of CSR. The
researchers focused on 99 districts, surveying 99
superintendents (88% responded), 432 principals
(78% responded), 1485 teachers (65%
responded) and 2112 parents (52% responded).
Because California also enacted a Reading
Initiative, the Teaching Reading Program and the
Mathematics Program Advisory at the same time
as CSR, they found it difficult to control for the
effects of these and other simultaneous reform
initiatives in improved student scores.

EVALUATION & PROGRAM FUNDING
The CSR Research Consortium evaluation was
funded by the California Department of
Education, the US Department of Education,
the Walter and Elise Haas Fund, the William

and Flora Hewlett Foundation, the Walter S.
Johnson Foundation, the San Francisco
Foundation and the Stuart Foundation. CSR
was funded by the state of California.

GEOGRAPHIC AREAS
California

CONTACT INFORMATION
Research Contacts

George Bohrnstedt,

Senior Vice President for Research
American Institutes for Research (AIR)
PO Box 1113

1791 Arastradero Road

Palo Alto, CA 94302-1113

Phone: 650.493.3550

Fax: 650.858.0958
gbohrnstedt@air.org

WWW.air.org

Brian M. Stecher,

RAND

1700 Main Street

Santa Monica, CA 90407-2138
Phone: 310.393.0411

Fax: 310.393.4818
Brian_Stecher@rand.org
www.rand.org

~
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Compact for Faculty Diversity

A Summary of:

“Progress and Promise: An Evaluation of

the Compact for Faculty Diversity” (January
2000) Southern Regional Education Board. By
Daryl Smith and Sharon Parker.

4 )
Focus

Early Childhood
Primary School
Middle School
Secondary School
v'  Postsecondary
Extended Learning

o J
Overview " POPULATION b
Sinceitsinception in 1993, the Compact for Faculty From 1993 to the end of 1999, the program
Diversity haslinked three regional educational served 435 minority scholars: 259 (60%) were
associ ationsto create programsthat support women, 305 (70%) African Americans, 82
minority graduate students asthey completetheir (19%) Latino, 31 (7%) Native American, 13
doctorates and enter college or university teaching (3%) Asian American, and 4 (1%) other.
positions. The Southern Regional Education Board Ul e SNETINS @ metle et o
(SREB), the New England Board of Higher ecor?‘omlc backgrounds of students, they wrote
Education (NEBHE) and the Western I nterstate L TOSt Ohf.tr;ﬁ [C‘?”?Ipaﬁ SChOII(arS] 2o
Commission on Higher Education (WICHE) come from highly privileged backgrounds. :

o Moreover, they have not usually attended elite
administer and oversee the Compact for Faculty undergraduate institutions in which attendance
Diversity intheir respectiveregions. Whileeach at graduate school is part of the culture.”
region’simplementation strategy isunique, all have J

two broad goals. First, the Compact for Faculty
Diversity workswith states and graduate institutions
in each region to ensure that minority doctoral
students have continuous funding and financial aid
asthey complete their doctorates. Second, the
Compact fostersacommunity of established
minority scholars and peerswho support minority
doctoral students asthey completetheir degreesand

enter the professional world. One way that the
Compact for Faculty Diversity fostersthis
community isthrough an annual Institute for
Teaching and Mentoring, which bringstogether
minority graduate students and professorsfrom
acrossthe country to discussthe possibilitiesand
pitfallsin theworld of higher education.

Key Findings

By the end of 1999, 92% of graduates served by
the Compact for Faculty Diversity had completed or
were continuing their degree programs. Eighty-four

of the Compact scholars had completed their Ph.D.,
and of these:

+  Seventy percent had earned faculty positions.

+ Eighteen percent werein post-doctoral
programs

+ Twelvepercent workedin college
administration, industry, federa policy or as
adjunct faculty

Evaluatorsfavorably compared Compact’s 92%
retention rate with a persistence figure of 40-50%
regularly reported in generd literature on graduate
education.
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Program Components

Compact’s most visible component isthe long-
term financial support for minority graduate
education; however, other program features
accompany thefinancial aid:

+ Environments of support were provided for
scholarsin their departments through
orientation programs, faculty and peer
mentors, academic activities and teaching
activities.

+ Anannual institute for teaching and
mentoring prepared Ph.D. candidatesfor
college and university teaching. Atthe
institute, partici pants shared their “lessons
learned.”

+ Materials about minority recruitment and
retention were distributed to participating
schools.

+ Assistance with faculty job searcheswas also
provided.

“ The results of the evaluation reflect
extraordinary successfor students
participating in the Compact.”
—Daryl Smith and Sharon Parker, evaluators,
Compact for Faculty Diversity

¢ Committeesthat included the scholarsthemsalves,
key adminigtrators, mentorsand other interested
community members, were established to check
on the progress of the student, interveneif issues
emerged and providegenera oversight.

¢ Continuity of funding helped studentsknow that
their academic pathswould not beinterrupted. In
2000, the SREB component of the Compact for
Faculty Diversity provided an annual stipend of
$12,000for three years plus$500 in genera
academic support and $1500 to attend the annual
Compact indtitute. Partnering universitieswaived
tuition and feesfor Compact graduate students
and provided an additional $12,000 stipend for the
fourth and fifth years of the degree program.

Contributing Factors

Support Network

It was not only funding, but a close network of
personal support that retained Compact students.
Regular contact with mentors, advisorsand peers
hel ped graduate students who may have otherwise
felt isolated intheir programsand on their
campuses. According tothe evaluators, “thereare
numerous opportunities at the campus, institute and
program level where students can seek support and
advice, and where interventions can take place that
maximize opportunitiesfor success.”

Professional Socialization

“For the scholar, theinstitute provides|locationsfor
studentsto discuss, in arelatively safe environment,
concerns, issues, successes and failures,” noted the
evaluators. Theinstitute aso allowed scholarsto
achieve " professional socialization” by providing an
opportunity for meeting other scholarsand faculty
throughout the country and by providing an

~
“ Given the intensity of graduate study, given

the sense of isolation that many students
experience in their programs and on their
campuses, given limited access to family and
peers who under stand what they are doing, the
design of the Compact is precisely what is
reguired.”

—Daryl Smith and Sharon Parker, evaluators,

Compact for Faculty Diversit
9 P y y )

environment that devel opsaprofessional
understanding of thefaculty role, particularly ina
rapidly changing higher education environment.

Peer and Professional Mentors

The Compact program connected participating
graduate studentsto mentors of all backgrounds
throughout the country who were committed to
them personally and to diversity in higher education.

American Youth Policy Forum



100

An added benefit of thisnational connectionto
mentorswasit naturally transformed into ajob
network.

Alumni | nvolvement

Some Compact scholars devel oped an alumni group
that provided support to current scholars. Compact
alumni also formed acadre of expertsin diversifying
faculty and graduate education.

Raising Minority Academic Achievement

I ndividualized Attention

Through the Compact program, many scholars
received what would betheir only opportunity to
work one-on-onewith afaculty member. Individual
faculty members often devel oped a seriousinterest
and engagement in the scholarsand their
experiences.

Evaluator Comments

Evaluators pointed out that, while the number of
scholars served by the Compact program may have
been small in comparison to other widespread
national school programs, theimpact iswidened by
the network of Compact alumni who then serve as
mentors and role modelsfor future scholars.

-~
STUDY METHODOLOGY
The evaluators examined data and documents
throughout the six years of the program, including
annual surveys of all students and annual
evaluations of the Institute for Teaching and
Mentoring in addition to conducting phone
interviews, focus groups and campus Visits.
Finally, data from other minority graduate student
fellowships allowed them to evaluate the relative
impact of the strategies employed by the
Compact for Faculty Diversity. Compact scholars
are chosen for the program, so there is a self-
selection bias in the study sample.

EVALUATION & PROGRAM FUNDING
The Ford Foundation and Pew Charitable Trust
funded the research and development of the
Compact for Diversity. The SREB, NEBHE and

~
WICHE jointly covered the operating expense of

the program. The Ford Foundation funded the
evaluation of the program in the late fall of 1998.

GEOGRAPHIC AREAS

The graduate students served by the Compact for
Faculty Diversity attended 103 graduate
institutions in 35 states.

CONTACT INFORMATION
Research Contacts

Dr. Ansley Abraham, Director
SREB Doctoral Scholars Program
592 Tenth Street, NW

Atlanta, GA 30318-5790

Phone: 404.875.9211

www.sreb.org
ansley.abraham@sreb.org
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Dare to Dream

A Summary of:

“Dare to Dream: Educational Guidance for

Excellence” (1996) Lilly Endowment. By Jon
Snyder, Gale Morrison and R.C. Smith.

4 )
Focus

Early Childhood
Primary School

v' Middle School

v' Secondary School

Postsecondary
Extended Learning
o J
i 4 N\
Overview POPULATION

The"Dareto Dream” study is about school change
aimed at higher achievement, greater postsecondary
optionsand productive futuresfor all American
children. It focuses on one cluster of such efforts,
operating through three projects: Keeping the
Options Open, Partnersfor Educational Excellence
and the Indiana School Guidance and Counseling
Leadership Project. All threeinitiativeswere
financed by foundations, and all embraced
educational guidance asafundamental function of
the public schools, thereby creating an enhanced
rolefor professional school counselors. The
projects were implemented in 1990 in more than 50
schools acrossthe nation. 1n these projects,
counsel ors became spokespeopl e for students
traditionally underserved in schools. The broad goal
was to keep postsecondary options open for all
students, not just historically high-achieversin
college preparatory tracks.

Evaluators concentrated on 10 sites,
processing 317 faculty and staff surveys, and
2,370 student surveys. The report includes
case studies of 7 high schools and one middle
school (see Geographic Location, below, for
locations of schools) which successfully
implemented (i.e. achieved the best results
from) the counseling reforms. All the schools
faced school-wide achievement challenges of
one kind or another. At Pike High School none
of the African American students were
registered in Advanced Placement courses.
Elkhart Central High School had a low
percentage of its African American student
body enrolling in college prep English. Franklin
Middle School had a high percentage of “at-
risk” students. Indian Creek High School had a
low percentage of its rural students taking the
PSAT and aspiring toward college. Northside
High School had a low percentage of African
American students in its “minimum rigorous
curriculum.” Pickens County High School was
located in an Appalachian community where
only 37% of the adult population had graduated
from high school. Port St. Joe High School had
a 50% college-going rate. Robert E. Lee High
School served a predominantly Latino

population with low math achievement.
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Key Findings

The schoolswerelinked conceptually by their use
of educational guidance asthelever for school
change. After the schools offered enhanced
guidance counseling, students accomplished the
following:

+ PikeHigh School increased registrationin
Advanced Placement coursesfrom 16 students
(0% African American) in 1991-92 to 249
students (19% African American) in 1993-94.

+ Between 1994 and 1995, Robert E. Lee High
School increased the number of minority
studentsenrolled in pre-calculusfrom 61
studentsto 104 and doubled the enrollment in
calculusfrom 52 to 104 (maintaining the prior
passing ratesin each).

¢ Elkhart Central High School increased the
number of African American seniorsenrolledin
college prep English from 26% to 69% and
raised the number of African American
freshmen enrolled in college prep English from
50% to 84% between 1992 and 1995.

Raising Minority Academic Achievement

+ Northside High School increased the percentage
of African American malesinits*minimum
rigorous curriculum” from 16% to 42.8%
between 1993 and 1995 and the percentage of
African American femalesfrom 29.4%to
43.3% during the same two-year period.

+ Pickens County High School increased the
percentage of studentsattending four-year
collegesfrom 31% to 53% and the percentage
of students attending either four-year or two-
year collegesfrom 42% to 74% between 1989
and 1995.

+ Indian Creek High School increased PSAT
taking from 28% in 1990 to 53% in 1994. The
percentage of students committed to pursuing
postsecondary education rose from 53% to 97%
in the same time span.

+ Port St. Joe High School raised its college-going
rate from 50% in 1986 to 72% in 1994.

¢ Franklin Middle School increased the number of
studentstaking freshmen al gebra, upon entering
high schooal, from 121 to 201 between 1990 and
1992.

Program Components

Fundersof the“ Dareto Dream” initiatives brought
together teams of education stakeholdersinterested
in reform at each site. These teams came up with
site-specific strategic plansto strengthen counseling
servicesfor underserved student populations. First,
teams were presented a statistical summary of the
crisisin American public schooling, stemming from
high student dropout rates and low student
achievement, especially among minoritiesand kids
from impoverished backgrounds. Second, teams
compiled dataon dropout rates and achievement
gaps at their own schools. Third, teams devised
waysto help low-achieving studentsfind avenuesto
successin their schools. Fourth, teams created
vision-to-action plansto foster change and the
attitudethat “all kidscan learn.” Finally, theteams
were charged with bringing their action plansto

-
“ School change begins with the ethical

commitment that all children —regardless of
race, ethnicity, gender or economic back-
ground — can achieve educational goals
beyond high school and construct a future of
their own choosing.”

—Jon Snyder, et a., eval uatorsj

(.

fruition. Asenacted, the Dare to Dream action plans
facilitated the following changes:

+ Guidance became school-wideinstead of being
confined to the office of the guidance counselor.
Studentswere provided the direct information
and encouragement to locate further information
themselves, regarding possibl e future education.
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School guidance counselorswereidentified as
thelinchpin for change, but educational
guidance became part of the total touch of each
school. Professional school counselors became
the " orchestrators’ of educational guidance.

¢ Curriculum shiftshel ped ensure that academic
“tracks’ werelessrigid, but equally rigorousas
before, and that students considered “ at-risk”
were mixed into classroomswith those who
were not.

103

¢ Shared |eadership between school
administrators, teachers, staff, outside expert
teams and the students themselves hel ped each
group push for new opportunities.

+ “Collegecenters,” or other locations housing
information about higher education, were
installed in the schools.

Contributing Factors

Team Counseling

Working inteams*led to improved communication
and eventudly to greater possibilitiesof coordinating
effortsaround the strengths, interests and needs of
children, rather than regulaionsor traditiona role
boundaries,” noted theeva uators. A typical team
included aschool’ sprincipal, guidance counsdlors,
teachersand parents, aswell aslocal collegeand
community representatives.

Broad Base of Support
District personnel, funding agencies, researchers,
state boards of education and policymaking groups

had arole and aresponsihility in each school’s
change. Though the schoolsdid the work
themselves, these other groups created an
environment where morelocalized |leaders could
develop and use the knowledge, skillsand
dispositions, onsite, to make adifferencefor
children and young adults.

Student-Guided Change

Schoolsrelied on students to guide the change.
Program direction was based on the strengths,
interests and needs of the learners.

-
STUDY METHODOLOGY
The case studies were not randomly chosen by the
evaluators, but were selected because of quality,
implementation and outcome results. Research for
the case studies included school data, student
“shadowing” days, and focus groups discussions,
as well as interviews with students, participating
faculty and non-participating faculty. Evaluators also
conducted five surveys with students, teachers and
administrators focusing on school demographics,
student aspirations and barriers, faculty guidance
responsibilities and strategies for change.
Evaluators did not chart the changing total
demographics for each school, which would have
helped to contextualize the findings.

EVALUATION & PROGRAM FUNDING
The evaluation was funded by the Lilly Endowment.
The guidance projects were supported by the Lilly

Endowment and the Jesse Ball duPont Foundation.

~
GEOGRAPHIC AREAS

Locations of schools were: Elkhart Central High
School, northern Indiana; Franklin Middle
School, Minneapolis, MN; Indian Creek High
School, Trafalgar, IN; Northside High School,
Fort Wayne, IN; Robert E. Lee High School,
San Antonio, TX; Pickens County High School,
Georgian Appalachians; Pike High School,
Indianapolis, IN; Port St. Joe High School, Gulf
County, FL.

CONTACT INFORMATION
Research Contacts

Jon Snyder

Dean of the Graduate School
Bank Street College of Education
610 W. 112™ Street

New York, NY 10025
jsnyder@bankstreet.edu
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Emerging Scholars Program

A Summary of:

“Success and Diversity: The Transition
Through First-Year Calculus in the

University” (November 1999) American Journal
of Education. By Susan E. Moreno and Chandra
Muller.

“Impact of the Wisconsin Emerging

Scholars First-Semester Calculus Program”
(July 1997) University of Wisconsin-Madison. By
Steve Kosciuk.

“Increasing Minority Students’ Success in

Calculus” (1995) New Directions for Teaching
and Learning. By Martin Vern Bonsangue and

David Eli Drew.

4 )
Focus

Early Childhood

Primary School

Middle School

Secondary School
v'  Postsecondary

Extended Learning
_ J

Overview

The Emerging Scholars Program (ESP), model ed after
the Mathematics Workshop at the University of
Cdliforniaat Berkdey, aimstoincrease the number of
collegefreshmen excellingin calculuswho comefrom
groupshistoricaly under-represented in mathematics-
based disciplines, in particular women, Latinos, African
Americansand studentsfrom rural aress. ESPis
considered an“honors-level” programand it hasbeen
replicated by morethan 100 collegesand universities
acrossthe country. At the heart of ESP areits
discussion sections, which arelinked to calculuslecture
sections. ESP discussion sessionsarelonger than non-
ESP discussion sections, and a so have fewer students
—usudly amaximum of 24 as opposed to 40 in anon-
ESP section. Studentswork individually or in small
groupson specialy crafted problemsthat are unusually
challenging. ESPaso providesasocia support group
among studentswith similar academic goasby
planning activitiesthat link social interestswith
scholarly ones.

-
POPULATION
In 1993, 7992 mathematics, science or
engineering degrees were awarded to Latinos,
9549 to African Americans and 132,254 to
whites. In 1994, 35% of African American and
\38% of Latino freshmen in four-year colleges

intended to major in science and engineering,
while only about 12% of African Americans and
14% of graduating Latinos earned a degree in
mathematics, science and engineering.

From the program’s inception at the University of
Texas at Austin in fall 1988 through fall 1995, 445
students participated in ESP, first-semester
calculus sections. About 46.5% were Latino,
19.3% were African-American, and 32.4% were
white. About 57.3% of the participants were men
and 42.7% of the participants were women.

The University of Wisconsin-Madison evaluation
also provided another snapshot of an ESP
student population: During the fall semesters from
1993-1996, 169 students attended the ESP
workshop, including 50% from minority groups,
and 50% white students, most from rural
backgrounds.

The California Polytechnic evaluation by
Bonsangue and Drew compared a group of 133
Latinos and African American students who
chose to attend ESP workshops with three
groups of students in the same calculus
section: a group composed of 187 African
American and Latino students, a group with
208 white students and a group with 198 Asian/

\Pacific Island students.

~

J
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Key Findings

The University of Texasat Austin evaluation
indicated that ESP students were more successful
than non-ESP students. Students who participated
in ESP had odds of earning an A or B almost five
times higher than non-participants. Thedifferences
between African American and L atino participants
and non-participantswere significant at the .01
level.

University of Wisconsin-Madison evaluators
reported that ESP students were twice aslikely to
receive aB or better in calculus than their non-
participating counterparts. TheWisconsin
evaluation al so suggested that the positive effects of
ESP persisted: ESP students maintained higher
successratesin second and third semester calculus
than non-participants. But the same evaluators al so
found that participation in ESP had no visible effect
on retention ratesin mathematical -based fields of

study.
At California State Polytechnic University, Pomona:

¢ ESPparticipantsachieved amean gradein
calculus more than six-tenths of agrade point
above non-ESP students (on afour-point grade
point scale).
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“ ESP helps me spend more time on math than |
might on my own.”

— ESP student

Within three years after entering theinstitution,
52% of non-ESP students had withdrawn from
theinstitution or changed to anon-mathematics
based major, compared with 15% of ESP
students.

Asaresult of coursefailure, non-ESP students
required an average of one quarter moreto
completetheir three-quarter cal culus sequence.
Nearly half of non-ESP studentsrequired five
or more quartersto complete athree-quarter
cal culus sequence, compared with 17% of ESP
students. Ninety-one percent of ESP students
who werestill enrolled in amathemati cs-based
major after three years had completed their
mathematics requirement in their major,
compared with 58% of non-ESP students.

Of Latinowomen still enrolled after three years,
86% of ESP studentsremainedin a

mathemati cs-based major compared with 52%
of non-ESP participants from the same group.

Program Components

Universities adopt the following ESP componentsto
fit their local resources, strengths and needs:

+ Upon acceptanceto aparticipating college or
university, African American, Latino and Native
American studentswho had the potential to
declare mathematics-based majorsreceived a
letter and personal telephone call from afaculty
member or student workshop leader inviting
them to attend an informational meeting
explaining the program. In addition, recruitment
of students occurred at college and university
summer orientation programs, during which,
ESP staff informed potential students about the
opportunity to participate.

*

ESP discussion sessionswere connected to
freshman cal culus|ectures. ESP sessions met
for longer than non-ESP sessions (six hours per
week compared with two hours per week).
ESP sessions also met for two hours at atime
rather than one. ESP sessions, which typically
included no more than 24 students, were
smaller than average discussion sessions, which
included up to 40 students. Peers —agraduate
student teaching assistant aswell as1-2
undergraduate ESP alumni —led the discussion
sessions. Specially crafted problemswere
distributed to discussion sessions encouraging
studentsto expl ore the challenging aspects of
mathematics.
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+ A connection between students academic and
social liveswasfostered through organized
activitiesin which ESP students are encouraged
to participate, such ascommon meal time,
workshops coordinated by local employersand
concerts.

Raising Minority Academic Achievement

Contributing Factors

Comprehensive Academic Advising

ESP staff advised students not only on academic
matters but also on non-academic matters that could
possibly derail astudent’s academic career. ESP
staff kept themselves apprised of current academic
and social supportsavailablefor students, and they
hel ped students make informed choi ces about their
academic careers.

Small Learning Communities

ESP discussion sessions became an integral part of
the academic structure of the host schools. ESP
students and staff alike never felt they were
participating in aseparate or adjunct program, but
did feel they were part of aclose-knit learning
community.

Engaged Learnersand I nstructors

ESP’s combination of academic and social outlets
led to often lively discussionswith students
explaining their solutionsto both academic and non-
academic problems. Bonsangue and Drew, intheir
1995 evaluation, found that there was often an
informal element in ESP discussion sessions, with
students munching popcorn or pizzawhilethey
worked. Thissetting fostered ahigh level of
personal involvement from the ESPinstructor, who
was often the first to become aware of students’
personal, financia or logistical problems.

RigorousCurriculum

ESPinstructors crafted problemsthat were
exceptionally difficult, but still related to the current
lecture sessions. Asthe group struggled together,
their information exchange became unusually
efficient and their love for mathematics and
confidencein pursuing mathematical careers seemed
tofollow.
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STUDY METHODOLOGY

The University of Texas, Austin, evaluation by
Moreno et al. reviewed the records of 1565
students who had attended a calculus class with
an associated ESP section. Of the students, 445
participated in the program. Students with
quantitative SAT scores below 460 were excluded
from the analysis. Calculus success was defined
as students earning A or B in the course.

The Wisconsin University evaluation by Kosciuk
analyzed scores of all first-semester freshmen,
18 or 19 years old, who were enrolled in the first
semester calculus lectures. Success was
defined as a B or above in courses and retention
in the College of Engineering or in a science,
math or technology major. Researchers
compared 169 program participants with 3,871
non-participants. Researchers matched the
participant and comparison groups in terms of
race, ethnicity, gender, income level and prior
achievement (through SAT scores). Results are
significant at the .05 level.

The California Polytechnic evaluation by
Bonsangue and Drew was the first longitudinal
study of the effects of ESP on persistence and
achievement of minority students enrolled in
mathematics, science and engineering majors.
Evaluators compared a group of Latinos and
African Americans who had attended at least one
ESP workshop to peers who were attending the
same lecture sections of first-quarter calculus,
but had not participated in the workshops. There
were no statistically significant differences
between minority students in the workshop and
comparison group in four pre-college academic
\measures (SAT-Math, SAT-Verbal, high school

GPA and score on the precalculus placement
exam). The two minority groups (workshop and
comparison) had lower pre-college measures
than their white and Asian peers.

EVALUATION & PROGRAM FUNDING
The evaluations were either published articles in
education-related journals, or were funded by
universities that host ESP. ESP is funded by the
host colleges and universities. Within those
sponsoring universities, often, ESP funding is
shared by the Office of the Dean and math and
science departments.

GEOGRAPHIC AREAS

ESP — or programs similar to it — are in place in
more than 100 colleges and universities
nationwide.

CONTACT INFORMATION
Research Contacts

Susan Moreno

Center for Mexican American Studies
323 Agnes Arnold Hall

University of Houston

Houston, TX 77204-3001

Phone: 713.743.3136

Program Contact

Office of the Director

Charles A. Dana Center

The University of Texas at Austin

DEV Building, Suite 2.200

2901 Horth IH-35

Austin, TX 78722-2348

Phone: 512.232.2271 or 512.471.6190
Fax:512.471.6193

~
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Equity 2000

A Summary of:

“The Equity 2000 Evaluation, a Summary
Report: Impact and Implementation, Report

No. 86" (December 1997) Pelavin Research
Center. By Carlos Rodriguez, Nidhi Khattri, and
Mei Han.

“The Senior Survey Analysis of Cohorts 1,

“(Getting to the Right Algebra: The Equity
2000 Initiative in Milwaukee Public

Schools” (April 1999) Manpower Demonstration

Research Corporation, by Sandra Ham and Erica
Walker.

4 )
Focus

Early Childhood
Primary School

2,and 3, Report No. 87" (September 1999) Middle School
. . v' Secondary School

American Institutes for Research. By Geor'ge Postsecondary
Bohrnstedt, Pamela Jakwerth, Carlos Rodriguez, Extended Learning
and Sherri Quifiones. & J
Overview | " POPULATION )
The College Board first piloted the Equity 2000 Since 1990, over 700 schools and more than
program in 1990 in Fort Worth, Texasin an 500,000 students in 14 school districts have
attempt to increase college acceptance, taken part in the Equity 2000 program. The
attendance and success rates for minority national evaluations focused on students in 7
students. The standard that drives this district- school districts: Fort Worth, TX; Milwaukee,
wide reform model is an expectation that all WI; Nashville, TN; Prince Georges County, MD;
studentswill take Algebral intheninth gradeand | Providence, RI; San José and East Side Union,

. . CA. During the final school year of the national
geometry in the tenth grade. Equity 2000 . o

. ) evaluation (1995-96), the student population in

promotes aca‘?'e'_"'c gnrlchment for all Sthe”tS Equity 2000 districts was 47% African
through the elimination of low-level curriculum American, 28% white, 17% Latino, 6% Asian
tracking. Teacherstrained by College Board staff | American, and less than 1% Native American.
implement animproved curriculumin all Algebra The proportion of minority students in most, if
| and geometry classes, and extra help is offered not all, of these districts has increased since
to students struggling to meet the new standards. | the 1995-96 school year. )

In short, the aim of Equity 2000 is“to
demonstratethat asingle, relatively simple policy
change, requiring Algebral and geometry for all
studentslinked to specific programmatic

interventions, could reduce the under-
representation of minority and disadvantaged
studentsin higher education.”

Key Findings

Between 1991 and 1996, the percentage of
studentsenrolling in and passing Algebral and
geometry (or more advanced math classes) by the
ninth and tenth grades, increased in the 7
districts.

+ Theproportion of studentsenrolledin
Algebral or higher-level math courses by the

ninth grade increased for African Americans
(45%-72%), Asians (63%-78%), L atinos
(40%-72%) and whites (59%-75%).

+ Theproportion of studentspassing Algebral by
the end of ninth gradeincreased for African
Americans (34%-41%), Asians (60%-65%),

L atinos (31%-38%), and whites (49%-54%).
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+ Theproportion of studentsenrolled in geometry
or higher-level math courses by thetenth grade
increased for African Americans by (34%-52%)
Asians (59%-64%), L atinos (21%-39%), and
whites (49%-61%).

+ Theproportion of students passing geometry
by the end of tenth grade increased for
African Americans by (29%-40%), Asians
(57%-58%), Latinos (17%-29%) and whites
(44%-52%).

Only 3 of the 7 sites had achieved the program’s
stated goal (100% enrollment in Algebral by the
ninth grade) by 1995/96.

The gap between the proportion of African
American and white students taking the SAT in
Equity 2000 districts either decreased or remained
the same between 1991 and 1996, however, the
gap between L atino and white students increased.

Evaluators of Equity 2000 in Milwaukee found
that between 1991 and 1997 the program:

+ Morethantripled the percentage of ninth
gradersin MPStaking Algebral or higher
level math: from 31% to 99%.

+ Increased Algebral enrollment of African
American, Latino and Asian students by 75%,
78% and 67%, respectively.
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Equity 2000: Increasing Enrollment
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+ Nearly doubled the percentage of MPS students
completing Algebral by the end of ninth grade:
from 25% to 55%. (The gain was significant for
all students, but an achievement gap remained
for al minority groups except Asians.)

+ Trained 85% of the MPS math teachers from
grades 8-10.

Milwaukee evaluators al so noted, however, that nearly
half (47%) of the MPS ninth graderswho took Algebra
| in those yearsdid not pass the course.

Program Components

The College Board worked with various high
poverty or high minority school districtsacrossthe
country to implement Equity 2000 with the
following components:

+ Lettersof Agreement signed by theschool digtricts
and Equity 2000 ensured that both partners had
shared goalsand agendas. Thedigtrictsagreed to
implement required Algebral and geometry
coursesfor al ninth and tenth gradersin order to
preparethemfor college-level mathematics.
Individual sitesworked withthe CollegeBoardto
createtimelinesfor implementation.

¢ Staff from the College Board worked with
administrators, counselorsand teachersin
intensive summer workshopsand in-service
training sessi onsthroughout the school year.
Thisprofessional development began up totwo
years beforeimplementation of new
mathematicsrequirementsin each district. In
Milwaukee, algebraand geometry study groups
with high school math teachersand professors
fromthe University of Wisconsin—Milwaukee
(UMW) provided undergraduate credits and
timefor teachersto work on curriculum design.
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¢ Voluntary Saturday Academies (for students)
and summer math programs provided additional
tutoring, algebrareadiness classes, practicefor
high school proficiency examsand make-up
coursesfor studentsin grades 8-12 who
struggled with, or did not pass, the newly
mandated requirements. In Milwaukee,
Saturday Academieswere sometimesheld on
the UMW campus.

Raising Minority Academic Achievement

¢ Parent Academiesand program counselors
helped parents understand the importance of
math literacy to students’ college accessand
success. Parents also joined students and
counselorsonfield tripsto the Historically
Black Collegesand Universities(HBCUS).

Contributing Factors

High Standards/High Expectations

Equity 2000 was founded on the expectation that all
students can compl ete the math requirements
necessary for college admission. Program

counsel orsencouraged all studentsto take advanced
math coursesin high school and investigate college
opportunities.

Extra Supports

Voluntary Saturday Academiesand math summer
programswere extended | earning opportunitiesthat
served as“ safety nets’ to catch students who began
to falter when districts mandated tough new math
standards. Yet, because of the optional nature of the
extended | earning opportunities, teachersreport
lower than expected attendance.

Professional Development

Evauatorsindicated that ongoing professional
development was crucial to theimplementation of
the demanding curriculum changes mandated by
Equity 2000.

Transition Focus

M andating mathematics coursesthat were
prerequisitesfor college admissionsfacilitated access
to higher education for al studentsinthedistrict.
Field tripsto HBCUsand other colleges expanded
students' educational aspirations.

Unintended Consequences

High failurerates of mathematics courseswere an
unintended consequence of the new Algebral and
geometry mandates, despite the fact that each
district planned and trained teachersfor two years
beforeimplementing the tough math requirements.

Evaluator Comments

Evaluatorsfrom the Pelavin Research Center
concluded: “ Although agreater proportion and a
larger number of minority studentsenrolledinand
passed Algebral and geometry, they [still] lagged
behind their white peers.”

Evaluatorsdid not explain thefall off in college
attendance for Asian studentsreported inthe
follow-up study.
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STUDY METHODOLOGY

“The Equity 2000 Evaluation” focused on the five-
year demonstration project of Equity 2000 in 7
sites. The sites were chosen to participate due to
their commitment to minority achievement.
Evaluators collected data from students’ records,
surveys of teacher and counselors, observation
of mathematics classes and focus groups with
school personnel. The 7 sites had over 300,000
students. “Getting the Right Algebra” evaluates
the implementation of Equity 2000 in Milwaukee
and utilizes district and program data collected
annually. They also used interviews and focus
groups with school administrators, teachers,
guidance counselors and funding staff.

EVALUATION & PROGRAM FUNDING
The College Board funded both the evaluation
and the program, providing more than $25 million
to the districts that implemented the reform
between 1991 and 2000. The Milwaukee study
was a preliminary report conducted by MDRC.
Funding for a full MDRC study never
materialized.

GEOGRAPHIC AREAS

The Equity 2000 sites covered by the evaluation
were in Fort Worth, TX; Milwaukee, WI;
Nashville, TN; Prince George’s County, MD;

Providence, RI; San Jose Unified School District
and East Side Union, CA.

CONTACT INFORMATION
Research Contacts

George Bohrnstedt & Sherri Quifiones
American Institutes for Research
3333 K Street, NW

Washington, DC 20007-3541

Phone: 202.342.5000

Fax: 202.342.5033

www.air-dc.org/

Carlos Rédriguez

Pelavin Research Center

American Institutes for Research
1000 Thomas Jefferson Street, NW
Washington, DC 20007-3835
Phone: 202.944.5300

Fax: 202.944.5454

crodriguez@air.org

Sandra Ham

Manpower Demonstration Research Corporation
19th Floor

16 East 34 Street

New York, NY 10016-4326

Phone: 212.532.3200

Fax: 212.684.0832

www.mdrc.org

~
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Gateway to Higher Education

A Summary of:

“Science and Technology Entry Program:

1999-2000 Final Report” (2000) City University
of New York Medical School. By Morton Slater and
Elisabeth ller.

Focus
Early Childhood
Primary School

“Make It Possible for Students to Succeed Middle School
and They Will: An Evaluation of the ¥* Secondary School

. . " Postsecondary
Gateway to Higher Education Program v Extended Learning
(January 1997) Education Development Center. By - J
Patricia B. Campbell, Ellen Wahl, Morton Slater,
Elisabeth ller, Babette Moeller, Harouna Ba, and
Daniel Light.
Overview

POPULATION

Started in 1986, Gateway to Higher Educationisan
intermediary organization that now supportsa
comprehensivefour-year, secondary school
programin 11 New York City high schools. The
organization isadministered through the City
University of New York and it prepares students for
higher education and for careersin science,
medicine and technol ogy. Gateway includes
summer enrichment programs, Saturday Academies,
tutoring, counseling, internships, collegevisits,
cultural awareness activities, advanced |aboratory
work, SAT preparatory classes and required
Advanced Placement courses.

Gateway is aimed at students who are under-
represented in mathematics, science and
medical careers. To enter Gateway, students
must score at least at the 50" percentile on
New York City’s Seventh Grade Math test and
the Degrees of Reading Power test, have
regular attendance, and generally have grades
of 80 or better (on a 100-point scale). Since
1986, Gateway has served more than 3500
students. In the 1999-00 school year, the
program served 801 students. In that year,
67% of the students were African American,
31% Latino, 1% Asian and 1% other. Nearly
two thirds (62%) of the participating students
were female. Through an analysis of students’
Zip codes and census data, the author of the
1997 evaluation determined that Gateway
students come primarily from low-income or
lower-middle income families. The racial/ethnic
demographics of the program at the time of the
1997 study were as follows: 57% African
American, 26% Latino, 12% Asian, 5% Native

\American, Caucasian and other.
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Key Findings

During the 1999-2000 school year, 137 Gateway
students (all of the seniors and some juniors) took
the SAT. Their average scores are reported in the
table below and compared to national mean SAT
scores from 2000. [See Table]

By the spring of 2000, 97% of Gateway graduates
had been accepted to four-year collegesfor the
followingfall. Of these:

+ Forty-one percent were accepted to SUNY or
CUNY colleges.

+ Twenty-five percent were accepted to Ivy
Leagueor “highly selective” schools.

+ Thirty-four percent were accepted to
“selective’ colleges (asrated by Barron's
CollegeDictionary).

The 1997 Gateway evaluation reported course-
taking, test-taking, standardized test scoresand
other measures of academic achievement for
Gateway students compared to the overall New
York City high school population, acomparison
group of city students, and to subgroups.

Course-taking (1992 figures):

+ Gateway studentswere much morelikely to
take advanced math and science courses than
were US high school graduatesin general (98%
vs. 52% took “Math 1117).

+ Gateway studentsweremorelikely than US
high school graduatesto have taken chemistry
(97% vs. 56%) and physics (83% vs. 25%).
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“ Gateway requires studentsto engagein
rigorous academic content and to avail
themselves of ancillary opportunities such as
internships, tutoring, and college visits. It
provides guidance and resources (such as
paying for the SAT) so that students stay on
track to higher education.”

—Education Devel opment Center evaluators

J

African American Gateway studentswere much
morelikely than all African American high
school graduatesto have taken chemistry (95%
vS. 46%) and physics (90% vs. 18%).

Test-taking: (1997 Evaluation)

*

Gateway studentstook the state-wide, Regents
exam at amuch higher rate than amatched
comparison group of New York City high
school students (e.g., 96% vs. 24% took the
Chemistry Regents Exam; 76% vs. 14% took
the Physics Regents Exam).

Gateway students were more apt to take the
SAT test (93% vs. 15% of the comparison
group took the SAT at least once).

Standardized test scores (1993-94):

*

Thirty-seven percent of Gateway students
took the Biology AP test. Their mean score
was 3.29, which was higher than the mean
score of 2.98 for all Biology AP students and
higher than the mean scores of 2.11 for
African American students and 2.62 for
Puerto Rican students.

-

~
Gateway SAT Averages (1999-2000) National SAT M eans (2000)

Race/Ethnicity Number | Verbal | Math | Combined Verbal | Math | Combined
African American 91 480 | 520 1000 434 | 426 860
Latino 42 500 | 530 1030 453 | 460 913
Asian 500 | 600 1100 499 | 565 1064
White — — — 528 | 530 1058

g J
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+ Gateway students’ mean AP Chemistry score
was 2, lower than the national mean of 2.86 and
the mean score for Puerto Rican students (2.3),
but at the same |level asthe mean AP Chemistry
exam scorefor African Americans (2.02).

College Retention (1996):

+ A 1996 survey of 330 Gateway alumni,
administered by the program, revealed that 74%
of thealumni had graduated or would graduate
fromfour-year collegesor universitieswithin
fiveyears. Only 8% of the respondents had

Raising Minority Academic Achievement

[ High expectations for all students have been A
part of the rhetoric for several decades, [but]
until recently, responsibility for success was
still laid mainly on the student and barely on
the system. Gateway was devel oped based on
the assumption that responsibility for success
needs to be equally shared by the student and
the system.”

—Education Devel opment Center evaluators

(S J

dropped out of college. Fifty-nine percent of
them remained in ascience-related major or
profession.

Program Components

Each Gateway school has a coordinator and ateam
of teachers who stay with the students throughout
their four yearsin high school. The programis
based on astrong belief that high expectationsfor al
students, ademanding curriculum and astrong
support system can lead to student success. Though
each high school hasadightly different Gateway
initiative, the shared program componentsare:

+ Anextended school day, including adouble
period of mathematicsor sciencewith a
laboratory component and after-school tutorials.

+ Anextended school year (11 months), including
amonth-long summer program for students
entering the ninth grade and academic summer
programsfor juniorsand seniorsat high-level
universitiesand research institutes.

+ Classescomposed solely of Gateway students,
especially in mathematics and science, witha
maximum enrollment of 25 students.

+ Four years of regents-level science,
mathematics, social science, foreign language
courses and an average of three Advanced
Placement coursesfor all Gateway students.

+ Theexpectation that all Gateway studentswill
take the SAT (and the program pays for the
test).

+ |nformation about college, beginninginthe
ninth grade, including an annual collegefair,
collegevisits, PSAT and SAT preparatory
classes and seminarsfor parents.

+ Enriching activities, including exposureto
professionalsin science, field tripsto museums,
the theater, opera and symphonies and after-
school experiential internships.

In 1997, Gateway cost $1,600 more per student per
year than the mean New York City per pupil
expenditure (mean not givenin report).

Contributing Factors

Staff Qualifications

Teachersfor Gateway are carefully selected, based
ontheir qualification to teach the assigned course,
their teaching experience, their willingnessto put in
the time and effort required to push Gateway
studentsand their ultimate belief that the students
can succeed.

Teacher I nvestment and Collaboration

“The commitment above and beyond their contract
that Gateway teachersinvest, and the opportunity
that teachers have to talk with each other and be
part of ateam of educators’ isimportant for the
program’s success, according to EDC evaluators.
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High Expectations

Accordingtothe EDC evaluators, “High
expectationsfor al students have been part of the
rhetoric for several decades, [but] until recently,
responsibility for successwasstill laid mainly onthe
student and barely on the system. Gateway was
devel oped based on the assumption that
responsibility for success needsto be equally shared
by the student and the system.”

Small Learning Community

All of the participantsin Gateway (students,
teachers, and program administrators) talked about
“the sense of connectedness they enjoy as part of a
small entity withinalargeingtitution.”
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L eader ship Continuity
Gateway has had the same co-directorssince it was
founded in 1986, contributing to its consistent sense
of purpose and mission.

Community Partnerships

Gateway hasformed institutional partnershipswith
the Museum of Natural History, colleges,
universities, medical schoolsand |aboratories. For
instance, apartnership with Cold Springs Harbor
DNA Learning Center involvesstudentsin
advanced scientific research.

-
STUDY METHODOLOGY

The 1999-2000 report was not a formal,
independent evaluation, and it did not include a
comparison group. Instead, the report focused
on the achievement of Gateway students at
various high schools, with special attention to how
juniors and seniors in the program did on
Regents’ tests, AP tests, college entrance
examinations and in-college enrollment. Inthe
1997 evaluation, researchers compared
outcomes for 136 Gateway students who had
expected to graduate in 1993 (because they had
baseline scores on seventh grade math and
reading tests) to those of a comparison group of
136 non-Gateway students. These groups were
matched according to age, gender, race/ethnicity
and math and reading scores. They lived in
neighborhoods with similar levels of poverty.
Researchers also analyzed an existing database,
conducted a series of interviews and focus
groups with program participants and graduates,
visited 5 Gateway high schools, interviewed
college admissions staff and administered a
survey to 1990 and 1991 Gateway graduates.
They also compared SAT and Achievement test
scores of Gateway students with national
averages.

~
EVALUATION & PROGRAM FUNDING
The 1997 evaluation was funded by the Aaron
Diamond Foundation. The Gateway program and
the 1999-00 Final Report were funded by the City
University of New York Medical School and the
New York State Education Department. Through
STEP, the New York State Department of

Education funds 10% of the Gateway and

requires an evaluative annual report.

GEOGRAPHIC AREAS

Gateway operates in 11 New York City public
high schools, including: Adlai Stevenson High
School, Bayard Rustin High School for the
Humanities, Brooklyn Technical High School,
Erasmus Hall Campus Magnet, Jamaica High
School, John F. Kennedy High School, Port
Richmond High School and others.

CONTACT INFORMATION
Research Contacts

Morton Slater and Elisabeth ller, Directors
Gateway to Higher Education

94-50 159th Street

Science Building, Room 112

Jamaica, NY 11451

Phone: 718.523.6301

Fax: 718.523.6307

Emslate@aol.com

Lizller@aol.com

American Youth Policy Forum



116

Raising Minority Academic Achievement

GE Fund College Bound

A Summary of:

“Expanding College Access, Strengthening
Schools: Evaluation of the GE Fund College

4 )
Focus

Early Childhood
Primary School

NS S

Middle School
Bound Program” (January 2000) Center for Secondary School
Human Resources, Heller Graduate School, Postsecondary
Brandeis University. By Lawrence Neil Bailis, Alan L v' Extended Learning y
Melchior, Andrew Sokatch, and Annabel Sheinberg.
Overview e D)
POPULATION

The GE Fund began the College Bound programin
1989 asafundinginitiative to reform high schools
(especially ininner-city communities) near Genera
Electric Company facilities. GE provided five-year
grants of between $250,000 and $1,000,000 to 19
high schoolsin 17 communities. Thegoal of the
program wasto double or significantly improvethe
college-going rateseither for schoolsasawholeor
for substantial, targeted groups of studentswithin
these schools. The funds were for both school-wide
reforms and effortstargeted at smaller groups of
students. Although the GE Fund required recipients
to make changesin the curriculum, professional
devel opment and services necessary to improve
college-going significantly, thefund did not stipul ate
what these changes should be, only that GE
employees beinvolved with the program design and
asvolunteersinitsimplementation. The schools
and their GE partners came up with amix of
strategiesthat included design of new, college-
oriented classes, professional development,
homework assistance, college counseling, tutoring,
mentoring, after-school/summer school programs,
SAT preparation courses and collegevisits.

Located in both urban and rural areas across
the eastern United States, the schools involved
in the College Bound program range in racial
and ethnic diversity, in students’ family income
and in college-going rates before the program.
The overall student demographics of the
College Bound schools are: 45.4% white,
39.4% African American and 13.1% Latino,
with 43.4% of the total student population
eligible for free or reduced-price lunch. The
base year (pre-College Bound) college-going
rates of graduates also varied across the sites,
ranging from 21.8% at East High School in
Erie, Pennsylvania to 92% in New York City’s
Manhattan Center for Science and
\Mathematics.

J

After reviewing the evaluation findingsin 2000, the
GE Fund board of directors approved a$10 million,
five-year extension of the program. Theexpansion
of the College Bound initiative will stressK-12 or
K-16 programming, continuation of activitiesat the
sitesthat have demonstrated effectivenessand
inclusion of new program sites.
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Key Findings
Evaluators compiled graduation and college-going

dataonly for the 10 school sthat had been affiliated
with College Bound for at least five years.

+ Of thefive schoolsthat started the program
with lessthan half of their graduates going to
college, 4 of them more than doubled their rates
of college enrollment within fiveyears of the
start of the program and the fifth had an
increase of 82%: For instance, Valley High
School (Albuquerque, N.M.) increased their
college going ratefrom 26%to 57%, Aiken
High School (Cincinnati, Ohio) increased rates
from 23% to 47.4% in the same period and
Southern High School (Durham, N.C.)
increased rates from 43.5% to 79%.

+ Thefivesitesthat started the program with
higher college going rates, a so showed
increases, although more modest. For instance,
Hendersonville High School (Hendersonville,
N.C.) increased from 81.5% to 100%. The
smallest increasein the group was Parkersburg
South High School (W.VA), whichincreased
from 51.2% to 57.5%.

+ Seventy-six percent of College Bound graduates
enrolled in college, 5% morethan the national
average of 70.8% for al high school graduates.

* White, African American and L atino studentsin
CollegeBound all enrolled in college at rates
higher than the national averagesfor these

e )
“It'sall they talk about . . . SAT prep classes,

how to fill out financial aid forms, college
trips. Once you're in [ College Bound] they
start to implement it in your mind. It's just
like everyone focuses on college, college,
college. After a while, it’s just like you have
peer pressure; it’s sort of like you latch on.
Once you see other studentsinterested . . . you
sort of fall into the boat.”
—GE Fund College Bound Graduate,
Manhattan Center for Science and Math,
New York, NY )
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College Enrollment Rates for
College Bound Graduates vs. National
College Enrollment Rates

100

White African American Latino  All Graduates

. College Bound

. National Average
J

groups. Thegainin college enrollment was
greatest for Latino students (17%).

When compared to the national averagesfor various
racial or ethnic groups, College Bound graduates
werealso morelikely to enroll in four-year colleges
and universities:

+ African Americans(55.7% College Bound vs.
42 4% national average)

¢ Latino (60.6% College Bound vs. 30.5%
national average)

+  Whites (52.8% College Bound vs. 47.1%
national average)

College Bound participants not only enrolledin
collegeat higher rates than the national average, but
they also stayed in postsecondary education longer
than other college students. According to asurvey
of 161 College Bound alumni, 141 (87.9%) were
still in college after one year (compared to anational
collegeretention rate of 70%).

The number of studentstaking college entrance
examslikethe SAT and ACT increased in al of the
schoolsthat had been using College Bound funds
for at least fiveyears. But the College Bound
program seemed to havelittleimpact on
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standardized test scores, overall graduation ratesor
the dropout rates of the schools asawhole.

Raising Minority Academic Achievement

Program Components

The GE Fund supported innovative curriculum
changesand program activitiesto improve college
accessfor students at the selected schools.
Evaluatorsexamined 15 College Bound schoolsand
the majority of them used the following
components:

Collegevisits(100%)

Partnershipswith acollegeor university (93.3%)
In-school tutoring/nomework assistance (93.3%)
Individud college counsdling (93.3%)

SAT/ACT preparation courses (93.3%)
Tutoring from non-GE volunteers (93.3%)
Computer equipment/labs (86.7%)

Financial aid and choosing acollegeworkshops
(86.7%)

Parent information sessions (80%)

Summer workshops and summer school (80%)
Science equipment/labs (73.3%)

Career Centers(73.3%)

Community service/service-learning (73.3%)

* 6 6 6 6 0 0 o

* 6 6 o o

4 )
“Thislittle program, it just gives you that extra

you need to get over. When | first started doing
College Bound this year, at the beginning of
the year [| started] filling out applications and
all the money stuff; that’s a long process. You
know without this program and Ms. K. and Mr.
C. I'd till be trying to figure out certain things
and get my applications filled out.”

—GE Fund College Bound Student,

Aiken High School, Cincinnati, OH

-

J

Mentoring with GE employees (73.3%)
Collegeapplication ass stance (66.7%0)

New Advanced Placement classes (66.7%)
Enhanced professiona development (66.7%0)
Enhanced business partnerships (66.7%)

GE scholarships (60%)

Tutoring by GE employees (60%)
Mentoring by non-GE empl oyees (60%)

* 6 6 6 6 0 0 o

Contributing Factors

Program Funding and Longevity

The substantial size and long-term support of GE
Fund grants—at | east $250,000 for five years—
gave adequate time and resourcesto plan and
implement the reforms necessary toimprove
school-wide academic achievement. Seven of the 12
College Bound sitesthat had completed their initial
grants at the time of the evaluation continued to
implement College Bound program and curriculum
innovations. The5 others had not sustained their
initial effortsfor avariety of reasons.

Clear and Simple Mission

Theclear goal of doubling or significantly increasing
college attendance for program graduates gave
schools and students an identifiable measure of
program SUccess.

“ GE and strong companies realize that merely
competing to hire the exceptions, merely
harvesting the best from the blighted fields of
our urban school systems, is a practice devoid
of vision and ultimately self-destructive.”
—John F. Welch, Jr., Former Chairman and

L CEO of General Electric Company)

I ndividualized Student Support
“Conversationswith College Bound studentstend to
echo asingletheme: it was a person and not a
program that made the differencein their lives. In
some cases it was school staff, in othersit wasa
mentor from GE. But the consistent message was
that the encouragement and support of adults helped
students move through the system,” according to
the evaluation team.
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Strong Leadership

Frequent |eadership turnover or weak support
hampered programmatic reform efforts. Strong
|eadership exhibited by the schoolsand their GE
partner “champions’ proved essential for program
sustainability.

Comprehensive Reform

The evaluation team noted that the comprehensive
nature of the reformswas key to the success of the
GE Fund program. “Whiletargeted programscan
impact alimited number of young people, school-
wide efforts are more likely to reach to the core of

the school’ s educational processes and the changes
that they bring about . . . are more likely to sustain
improvements beyond the term of any singlegrant.”

Employer | nvolvement

The evaluation team documented the fact that more
than two-thirds of the schools had GE mentors and
half had GE tutors. However, the total number of
mentors and tutorsinvolved in the program each
year wasrelatively small (218 for over 4000
students). Twenty-nine percent of the sites offered
summer jobs for students and 14% had a GE
internship program.

-
STUDY METHODOLOGY
The evaluation team collected school data on
college-going and program characteristics and
supplemented this information with student focus
groups and telephone surveys of two cohorts of
College Bound graduates. They visited all 17
College Bound sites at least once and conducted
interviews with program staff, school and district
administrators, and GE staff and volunteers.
Comparisons were made with national data from
the U.S. Department of Education.

EVALUATION & PROGRAM FUNDING
The evaluation was conducted by the Center for
Human Resources at Brandeis University
(currently known as the Center for Youth and
Communities). Support for the College Bound
program and its evaluation came solely from the
GE Fund.

GEOGRAPHIC AREAS

At the time of the study, GE Fund College Bound
sites were located in Lowndes County, AL;
Louisville, KY; Lynn, MA; Albuguerque, NM; New
York City, Ossining, and Schenectady, NY;
Durham, Hendersonville, and Wilmington, NC;
Cincinnati and Cleveland, OH; Erie, PA;

Florence, SC; Houston, TX; Richmond, VA; and
Parkersburg, WV. New sites have been added
since the study was completed.

CONTACT INFORMATION
Research Contacts

Lawrence N. Bailis

Associate Research Professor
Center for Youth and Communities
Brandeis University

60 Turner Street

Waltham, MA 02453

Phone: 617.489.2487

Fax: 781.736.3773
http://www.heller.brandeis.edu/research/pages/
humanframe.html
bailis@Brandeis.edu

Program Contact
GE Fund

3135 Easton Turnpike
Fairfield, CT 06431
Phone: 203.373.3216
Fax: 203.373.3029

www.gefund.org
gefund@corporate.ge.com
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Head Start and
African American Children

A Summary of:

“Does Head Start Make a Difference?,”
1995, American Economic Review, vol. 85, no. 3,

4 )
Focus

Early Childhood
Primary School

YRR

. Middle School
pp. 341-_364. B_y Jar_1et Currlf_e, De_partment of Secondary School
Economics, University of California, Los Angeles, Postsecondary
and Duncan Thomas, RAND Extended Learning
& J
Overview ( )
POPULATION

Head Start isafederal matching program started in 1965
as part of the “War on Poverty.” It offersa
comprehengivearray of servicesto economicaly
disadvantaged children, agesthreetofive, including
hedth care, learning activitiesand socid skills
development. Thegod isto providechildrenin poverty
with the necessary hedlth and intellectual support so
they can start € ementary school with foundations
similar to moreadvantaged children. Theprogram
requiresthat 90% of participantscomefrom families
living below the poverty line. Ten percent of the
openingsmust besat asdefor childrenwith disabilities.
TheHead Start Bureau indicatesthat, snceits
beginning, Head Start has served nearly 17 million
childrenandtheir families. InFisca Year 1997,
793,809 children have been served in both Head Start
classrooms and home-based programs.  Of these, 36%
were African American, 31% whiteand 26% Hispanic.
Sixty-one percent of thefamilies served had incomes of
lessthan $9,000 ayear. Federa funding for the
programin FY 1997 was nearly $4 hillion, withan
average cost per child of $4,882.

The sample for this study was taken in 1990 and
included 4,787 children aged three years and
older, who had at least one sibling over three
years old. Of these, 69% were white and 31%
were African American. Among the white
children, 14% had attended Head Start, 35%
went to a non-Head Start program and 51% did
neither. Among the African American children,
32% had been in Head Start, 25% went to
another type of preschool and 43% did neither.
The sample showed that Head Start children,
when compared to those attending preschool,
tend to have families with lower income levels,
and mothers and grandmothers who have fewer
years of schooling. African-American mothers
of Head Start children are better educated than
white mothers of Head Start children, but tend to
live in households with lower income levels.
Family income levels of Head Start children are
also lower than those for children who attended

no preschool.
(. J

Key Findings
When differences between familiesare controlled,
thefollowing outcomeswere observed:

Academic Outcomes
¢ Childrenwho participated in Head Start

showed statistically significant (nearly seven
percentage points) increasesin vocabulary

test scores when compared to their siblings
who did not attend the program.

+ White children who participated in Head Start
were47% lesslikely to repeat agrade later in
elementary school when compared to their
siblingswho did not attend the program.
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+ African American children werefoundtolose
benefits gained from Head Start faster than
white children and, by age 10, they retained no
gains, whilewhite children still retained an
overall gain of five percentage points.

+ Participationin other typesof preschool
programs had no statistically significant effect
on test scores or grade repetition.

M easur es of health status

¢ All children who attended Head Start were 8%
morelikely to beimmunized than children who
had not attended the program.

+ Younger siblingsof children who attended Head
Start were morelikely to beimmunized than
younger siblingsof children who did not attend
the program.

~
“ |f the factors preventing African American

children from maintaining the gains they
achieve in Head Sart could be removed, the
program could probably be judged an
incontrovertible success.”

——Currie and Thomas, 1995 )

o
+ Nogatigtically significant differenceswere

found in growth ratesfor children who attended
Head Start compared to children who did not
attend the program.

Discussing the different outcomes of Head Start
acrossracial groups, the researchers observed that
African American childrenin Head Start tend to
come from more disadvantaged homesand livein
poorer communities. Differencesin retention of
Head Start gains may also be dueto differencesin
the types of schoolsthat these children attended
after they left the program.

Program Components

Head Start provides comprehensive servicesfor
children from low-incomefamilies, aged threeto
five. Theprogramisadministered by the
Administration for Children and Families(ACF),
U.S. Department of Health and Human Services.

Grantsare awarded to public or private non-profit
agenciesby ACF Regional Officesand theHead
Start Bureau’s American Indian and Migrant
Programs Branches. The community has to match
twenty percent of the program cost.

According to information provided by the U.S.
Department of Health and Human Services,
Administration for Children and Families, Head
Start programs are tailored to the local needs of the
participating children and the community served.
However, all Head Start programs must focus on:

education

nutrition

socio-economic devel opment
physical and mental health
parental involvement

* 6 ¢ ¢ o

Head Start programs are expected to provide
activitiesthat foster the child’sintellectual, socid
and emotional growth, whilerespecting hisor her
ethnic and cultural characteristics. Thehealth
component includesimmunizations, medical, dental
and mental health services. Another required
component of the programisto provide children
with nutritiousmeals.

Parental involvement isan essential component of
Head Start. Parents serve as members of policy
councilsand committeesand participatein
administrative and managerial decisions. They also
participatein classes and workshopson child

devel opment, health and nutrition education.
Program staff conduct home visits and work with
parentsin educational activitiesthat can take place
at home.

Among other services provided to families of Head
Start children are community outreach, needs
assessment, recruitment and enrollment of children,
information and referral's, emergency assistance
and/or crisisintervention.

American Youth Policy Forum



122

Contributing Factors

Early I ntervention for the Most Vulnerable
Children

Research indicatesthat children who are
intellectually stimulated from early ages, and receive
appropriate health care, will bemorelikely to
succeed later in school andinlife. Head Start
programsfocus on the most vulnerable children,
thosewho livein poverty and/or havedisabilities.

Parental Support

The programs do not focus solely on the child.
They offer education, information and referral
servicesto participating families, empowering them

Raising Minority Academic Achievement

toraisetheir childrenin ahealthier and more
supportive environment.

Comprehensive Services

Head Start offersacomprehensive array of services
for participating children and their families. The
program al so encouragesthe communitiesto use
non-Head Start resources so that more children can
bereached. 1n 1996, nearly 68% of Head Start
childrenwereenrolledinthe Early Periodic
Screening, Diagnosisand Treatment (EPSDT), a
Medicaid program that paysfor preventive medical
and dental carefor children.

-

~
STUDY METHODOLOGY GEOGRAPHIC AREAS
Researchers used a sample from two national All 50 states, the District of Columbia and Puerto
databases: the National Longitudinal Survey of Rico have Head Start programs.
Youth (NLSY) and the National Longitudinal
Survey’s Child-Mother (NLSCM). The NLSY CONTACT INFORMATION
started in 1979 and has annually surveyed 6,283 Research Contact
women. As of 1990, the women, aged 25-32, had  janet Currie, Ph.D., Department of Economics
given birth to over 8,500 children. The NLSCM University of Ca"fornia' Los Ange|es
includes the NLSY mothers and their children. To  Bunch Hall 9371
control for family background and differential Los Angeles, CA 90095-9528
treatment among children, the researchers Phone: 310.825.1011
contrasted children enrolled in Head Start with Fax: 310.825.9528
siblings not enrolled in the program. These currie@simba.sscnet.ucla.edu
siblings were further divided between those who
had not attended preschool and those enrolled in Duncan Thomas, RAND
a non-Head Start type of preschool program. 1700 Main Street
To measure academic gains, researchers used Santa Monica, CA 90407-2138
the Picture Peabody Vocabulary Test score Phone: 310.393-0411
(PPVT) and the absence of grade repetition. The  Eax: 310.393.4818
impact of Head Start on children’s health was www.rand.org
measured by immunization status (specifically
whether the child had been immunized for Implementing Contact
measles) and growth rates. Regression analysis Helen Taylor
was used to estimate the effects of participation or  Associate Commissioner for Head Start
non-participation in Head Start in the four Administration for Children and Families
measures. U.S. Department of Health and Human Services
330C Street, SW, Room 2050
EVALUATION FUNDING Washington, DC 20201
The Alfred P. Sloan Foundation and the National Phone: 202.205-8572
Science Foundation. Fax: 202.260.9336
htaylor@acf.dhhs.gov
www2.acf.dhhs.gov/programs/hsb
J
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Head Start and Latino Children
A Summary of: 4 )
) ) ) Focus
“Does Head Start Help Hispanic Children?” v Early Childhood
Journal of Public Economics 74 (1999): 235-262. I\Pﬂflmfégﬁgglol
By Janet Currie and Duncan Thomas. Seemni Ay SEe
Postsecondary
Extended Learning
[ J
Overview 4 A
POPULATION

Begunin 1965 as part of thefederal government’s
“War on Poverty,” Head Start is a preschool
program funded by the U.S. Department of Health
and Human Servicesthat providesacomprehensive
set of servicesincluding health care, learning
activitiesand social skill development for
economically disadvantaged children ages 3-5.

Head Start endeavorsto give children from poor
backgroundsthe support necessary to begin
elementary school with the same scholastic potential
asmore advantaged children.

The program requires that 90% of participants
come from families living below the poverty line,
and 10% of the openings are set aside for
children with disabilities. In Fiscal Year 1998,
Head Start served 822,316 children, 35.8% of
whom were African Americans, 31.5% white,
26.4% Latino, 3.4% Native American, and
2.9% Asian American. More than 72% of
Head Start families had incomes of less than
$12,000. This study looks at 750 Latino

children from 324 families across the country.
(. J

Key Findings

Using datafrom the Picture Peabody Vocabulary
Test (PPVT) and the Peabody Individual
Achievement Testsin math and reading (PIAT-
Math and PIAT-Reading), evaluatorsfound that
Head Start:

+ Closesbetween one-quarter and one-third of the
gap in test scores between Latino and white
children.

+ Closestwo-thirdsof the gap between Latino
and white children in the probability of
repeating agrade.!

Subgroup Findings:

+ Mexican American childrenin Head Start
outperformed siblingswho stayed at home and
those that attended private pre-schools.

*

Puerto Rican Head Start students outperformed
siblingsin other preschools, but neither group
performed aswell as Puerto Rican youth who
stayed at home.

1. When the evaluators controlled for what they termed
observed differences among students (such as family income
or age and gender of the child) and “ unobserved family
differences,” they found that Head Sart had a stronger
positive effect on test scores and on the probability of
repeating a grade than private preschooling and no
preschooling.
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Program Components

Head Start isadministered by the Administration for
Children and Families (ACF) in the Department of
Health and Human Services. Grants are awarded to
public or private non-profit agenciesand the
community must match 20% of the program costs.
Though thereisflexibility for local variation and
adaptation, all Head Start programsfocus on:

education

nutrition

soci 0-economic devel opment
physical and mental health
parenta involvement

* 6 6 o o
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With these various components, Head Start
programsfoster children’sintellectual, social, and
emotional growth, whilerespecting their ethnic or
cultural heritage. Head Start’s health services
includeimmunizations, medical, dental and mental
health care. Head Start agencies also emphasize
community outreach, needs assessment, emergency
assistance and/or crisisintervention, and service
referral.

Contributing Factors

Early I ntervention

Research indicatesthat children who receive
intellectual stimulation and adequate health care
from an early age are more likely to succeed in
school and later life. Head Startisan early
intervention to ensure that the most vulnerable
children—thosewho livein poverty and/or have
disabilities—have the same preparation for success
aschildren from morefortunate backgrounds.

Cultural Sensitivity and Awareness

Head Start programs provide activitiesthat foster
children’sintellectual, social, and emotional growth,
while respecting children’sethnic and cultural
traditions. Evaluators suggest that this mix of
culturally sensitive social development components
hel ped the children of Hispanicimmigrantslearn
English and assimilateinto American culture.

Parental | nvolvement

Parents serve as members of advisory councilsand
they participate directly in managerial and
administrative decisionsfor local Head Start centers.
They also attend workshops and classes on child
devel opment, health and nutrition education. Head
Start staff members also conduct home visitsand
work with parents on educational activitiesthat can
take place in the home.

Cost

The Head Start preschool programs cost an average
of $4000 per child, per year (1993). Evaluators
compared that figure to the amount an average
family with aworking mother spent on childcarein
the early 1990s ($3000) to argue that the government-
funded program “may be of higher quality than what
many families could afford to buy ontheir own.”
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~
STUDY METHODOLOGY CONTACT INFORMATION
Evaluators used data recorded from the 1970sto ~ Research Contact
the 1990s in the National Longitudinal Survey of Janet Currie, Professor
Youth (NYLS) and the National Longitudinal Department of Economics
Survey Child-Mother (NLSCM) files. The study University of California, Los Angeles
compared the achievement of Latino childrenwho Bunch Hall 9371
enrolled in Head Start with their siblings who did Los Angeles, CA 90095
not, with Latino children from other families who Phone: 310.825.1011
attended another preschool or no preschool atall, Fax: 310.825.9528
and with non-Latino Head Start students. The currie@simba.sscnet.ucla.edu
evaluators also disaggregated data for children of
immigrants from Mexico and Puerto Rico. Duncan Thomas, Senior Economist

RAND
EVALUATION FUNDING 1700 Main Street
The National Science Foundation and the National ~ Santa Monica, CA 90407-2138
Institute of Child Health and Human Development. ~ Phone: 310.393.0411
Fax: 310.393.4818

GEOGRAPHIC AREAS
All fifty states, the District of Columbia and Puerto
Rico have Head Start programs.

J
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High School Puente

A Summary of:

“Final Report of the Evaluation of High
School Puente: 1994-1998” (December 1998)

4 )
Focus

Early Childhood
Primary School

. . e Middle School
The Carnegie Corporation of New York. By Patricia v S(Iacor?da(;yosochool
Gandara with Maria Mejorado, Dianna Gutiérrez Postsecondary
and Miguel Molina. Extended Learning
N J
Overview e D)
POPULATION

High School Puente (named for the Spanish word
for bridge) isaprogram to help more Latino
adolescents successfully bridgethetransition from
high school to four-year colleges. L atino students
constituted thelargest population group inthe
Californiapublic schools (41% of the K-12 student
population), but they had the lowest participation
ratesin higher education of all groups. Out of every
100 L atino studentsin tenth grade, only four
qualified for the University of California(UC)
system and only one actually enrolled. Puenteaims
to increase L atino participation in higher education
by raising student skillsand aspirationsthrough
critical thinking and writing instruction, college
counseling and mentoring. 1t providesafocused,
supportiveand culturally sensitivelearning
environment that fosters student success. Puente
currently operatesin 30 high schools acrossthe
state of California.

Puente was initially designed to target non-
immigrant, English-speaking, Mexican
American students as they enter high school in
the ninth grade, although Latino students from
other countries also participate, as do students
of other races/ethnic groups. Classes are
comprised entirely of a heterogeneously-skilled
Puente cohort of 25-30 students. Puente tries
to serve students who demonstrate a sincere
desire to excel or improve in school and who
“buy into” a college-preparatory ideology.
Teachers and counselors from feeder middle
schools nominate students, who are selected
on the basis of fitting into one of four
categories (described under Key Findings).

The 3 Puente case study sites examined in the
evaluations collectively included 75 Puente
students who began ninth grade in 1994 and a
comparison group of 75 non-Puente students
(due to student attrition, the final evaluated
group was 144 students). The 3 sites chosen
were deemed to be representative of all Puente
sites with respect to urbanicity, population
demographics, location and gender and

\ethnicity of staff.

Key Findings

The May 1998 eval uation reported college
admissionstest-taking for matched comparison
groups of Puente and non-Puente students, showing
that Puente students were more likely to take the
PSAT in grades 9-10 and the ACT or SAT in grades
11-12. [See Table]

The December 1998 study included acomparison
of the college-going rates of Puente and non-Puente
students (N=144). Puente students were twice as
likely to attend aschool inthe University of
Californiasystem (7% vs. 4%) or the California
State University system (33% vs. 15%).
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For the sake of analysis, the December 1998
evaluation also brokethe students down into
achievement categoriesasfollows:

+ Category 1: high achieverswith good grades,
test scores and motivation (N=38).

+ Category 2: high potential studentswith
inconsistent grades and scores (N=52).

+ Category 3: studentswith good effort, but lower
grades (N=36).

+ Category 4: studentswith ahistory of low
performance and low effort, but recommended
by ateacher as capable of performing at a
higher level (N=24).

Thisevaluation also charted percentages of Puente
and non-Puente studentswho completed their
college entrance requirements— core academic
coursesthat include English, foreign language,
science, math and social studies—which are
necessary to be eligible for UC and many other
selectiveinstitutions, though not necessarily for
CdliforniaState University (CSU).

+ More Puente than non-Puente students (44%
vs. 35%) completed the UC requirements. With
regard to the compl etion of requirements, the

4 .
“With respect to preparation for college,
Puente students reported knowing more about
what was needed to go on to college; they
completed college preparatory cour sework at
much higher rates; they took college entrance
exams in significantly higher numbers than
either other Latino or non-Latino students; and
they reported much more influence of
counselors, teachers and even parents than the
other groups.”
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—Gandarg, et al., evaluators, Puente project
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Puente program had its most positive effect on
Category 1 students. More Category 1 Puente
studentsthan Category 1 non-Puente students
completed their requirements (81% vs. 60%).

Nearly all of both Puente and non-Puente
Category 1 students who applied to CSU were
accepted. Differenceswere more pronounced
for other student categories. More Category 2
Puente students than Category 2 non-Puente
students were accepted to CSU (64% vs. 32%).
More Category 3 Puente students than Category
3 non-Puente students were accepted to CSU
(25% vs. 12.5%). More Category 4 Puente
students than Category 4 non-Puente students
were accepted to CSU (33% vs. 8.3%).

According to statewide data, Puente students
applied to the UC at amuch higher rate than
their peers (24% vs. 8%). In 1998, Puente
studentsin the matched sampl e attended four-
year colleges at nearly doublethe rate of non-
Puente students (43% vs. 24%).

The Puente program appeared to have no effect
on participants' GPAS, relativeto non-Puente
studentsin amatched comparison group.
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Program Components

Puenteisoperated in public high schools. Ineach
high school, 25-30 studentsareidentified for
program participation. These students:

+ Enroll inninth and tenth grade English classes
specialy designed for Puente. These classes
focusonwriting and literature, with an
emphasison Latino literature and cultural
awareness. Puenteteachersreceive special
training in the curriculum used in these classes.
The classes, considered college-preparatory, are
for credit and replace English classes students
would otherwisetake.

+ Continuethe program as eleventh and twelth
gradersby receiving intensive, college
preparatory counseling. Counseling services
include ensuring that studentsare placed in
college preparatory classes, that any deficiencies
are quickly noted and addressed and that
students are supplied with information
necessary to ensure high school successand to
gain admission to postsecondary education.

+ Havetwo types of mentors. A “peer partner”
who acts as aguidethrough the early transitions
into high school and an adult mentor who
introduces the studentsto new opportunities
androles. A Community Mentor Liaison
(CML) seeks out appropriate mentors from the
community for the students, trainsthem and
matches them to students in the program. The
CML asoworkswith counselorsto arrangefor

Raising Minority Academic Achievement

appropriate activitiesfor studentsand mentors
and monitorstheserelationships.

+ Attend meetingsheld at least monthly, with
teachers and/or advisors during the school day,
after school and in the eveningsto discuss
specific challenges, devel op mentor
relationshipsand talk about current issues
impacting life choices. Teachers constantly
weave“lifelessons’ (discussedin Contributing
Factors, bel ow) into these meetings.

Puente al so ensures that parents have information to
ensure high school successand college admission.
Parental involvement begins early in the Puente
program. A student cannot be accepted into the
program unless a parent or guardian requestsit and
iswilling to sign astatement agreeing to support the
student inavariety of ways, including by attending
parent meetings and events. Parent nightsare
usualy “family affairs’ with food, informal
conversation, presentationsin both Spanish and
English and materialsand information that are of
critical importanceto parents, such asinformation
about financial aid or special programsthat can help
both studentsand families.

Puente also hasasitsgoal, changing the
consciousness of the school and the community
about the potential of these students. Oneresultis
that the program creates |ocal support networks that
can assist Puente by offering resources, financial
donationsand visibility.

Contributing Factors

Family and Peer | nvolvement

The program design allowed for extensive parent-
to-student aswell as peer-to-peer involvement.
Puente provides aframework through which such
relationships can be devel oped and nurtured.

Personal Attention
Evaluators found that Puente was successful in
taking students from where they were and

maximizing their potential. Researchersfound
that Puente students were far better prepared
than non-Puente students for preparing college
applications, and the personal counseling they
received from both teachers and counselors
evidently led them to make critically important
decisionsthat resulted in their taking the
appropriate courses and examinationsto be
eligiblefor selectiveinstitutions such as UC.
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Quality Staff

Strong, supportive principals who wove Puenteinto
the culture of the school and quality teachers who
wovepersona “lifelessons’ into the curriculum
were evident at the most effective Puente sites.
These successful Puente sites al so showed high
levels of dedication and enthusiasm from teachers
willing to work in the evenings and after school.
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Community | nvolvement

Evaluators noted that community support, which
was not dependent on one key individual, hel ped
ensure the ongoing strength of a Puente program.
The more widespread the community support, the
more mentorsand opportunitiesavailableto
students.

-

~
STUDY METHODOLOGY by the individual schools —and in 1998 it cost
This study is the final of four qualitative studies roughly $480 annually, per student. Training of
on High School Puente. For the quantitative staff to implement the program was partially
ana|ysi5, the evaluator matched 75 Puente subsidized by the UniverSity of California in the
students from across several representative sites ~ form of in-kind personnel costs.
with a 75-student, non-Puente control group (due
to student attrition, the final evaluated groupwas ~ GEOGRAPHIC AREAS
144 students). The evaluator matched studentsin  The Puente project is in 30 high schools
the control and treatment groups by school throughout California.
attended, gender, ethnicity, socioeconomic
background, grades and reading scores upon CONTACT INFORMATION
entering the ninth grade. Data was collected on Research Contacts
the two groups over four years. The students Patricia Gandara
were further separated into categories (see Key Professor of Education
Findings). Teachers indicated students for each  ynjversity of California, Davis
category. The study also includes surveys; One Shields Ave.
school, community and classroom observations; Davis, CA 95616
and formal and informal conversations with Phone: 530.752.1011
administrators, teachers, counselors, parents and  pcgandara@ucdavis.edu
students (qualitative data was not summarized).
Program Contact
EVALUATION & PROGRAM FUNDING The Puente Project
The Puente evaluation was funded by The University of California
Carnegie Corporation of New York. The original Office of the President
Puente pilot projects were supported by the 300 Lakeside Drive, 7th Floor
DeWitt Wallace Reader’s Digest Fund. Then Oakland, CA 94612-3550
Puente became largely funded by the state —not  www.puente.net y

Note: For additional research on High School Puente and
other programs to raise Latino student achievement see

“ Capturing Latino Students in the Academic Pipeline”
(1998) Chicano/Latino Policy Project Report. Edited by
Patricia Gandara. Available through the Institute for the
Sudy of Social Change, University of California at
Berkeley, 2420 Bowditch Street, #5670, Berkeley, CA
94720-5670.

American Youth Policy Forum



130 Raising Minority Academic Achievement

High Schools That Work

A Summary of:

“HSTW Assessment Scores for African

American and White Students” (2001)
Southern Regional Education Board (Internal
Documents). By Gene Bottoms.

“Academic and Vocational Teachers Can

“A High Schools that Work Case Study: Los

Fresnos High School” (2000) Southern
Regional Education Board. By Gene Bottoms.

4 N
Focus

Early Childhood
Primary School

Improve the Reading Achievement of Male Middle School
" v' Secondary School
Career-Bound Students” (1999) Southern SestEEE iy
Regional Education Board. By Mark Forge and Extended Learning
Gene Bottoms. - )
Overview e B
POPULATION

High Schools That Work (HSTW) began in 1987
and is designed to help states raise the academic
achievement levels of career-bound students.
HSTW, aproject of the Southern Regional
Education Board (SREB), wasfirst replicated
among mostly southern states, but by 2001 more
than 1,000 schoolsin 26 states were using the
program. The main goal of the program isto

hel p participating schools replace their general
and vocational tracks with an academic core of
high-level math, science and English courses,
integrated with quality vocational studies, thus
hel ping to rai se achievement and broaden
students’ educational and career opportunities.
Schools choosing HSTW, implement systemic
reform by changing their curricula, scheduling
and resource allocations. To assess results,
schools use an HSTW Assessment based on a
battery of tests drawn from the National
Assessment of Educational Progress (NAEP).
(Findings below refer to thesetests.) This
summary includes a case study of Los Fresnos
High School, just north of the Mexican border in
Texas. In the early to mid 1990s, L os Fresnos High

Nearly 55,000 seniors from HSTW schools
across the country took the HSTW Assessment
in 2000. That year, 66% of the students
assessed were white, 25% African American,
4% Latino and 5% other. Of the students
assessed in urban HSTW sites, 72% were
African American, 22.5% white, 2.5% Latino
and 3% other. In the “Academic and
Vocational Teachers” research brief, scores of
444 students who participated in HSTW
between 1996 and 1998 are analyzed
according to gender and ethnicity. The HSTW
case study focused on the Los Fresnos High
School, which is in one of the poorest school
districts in Texas. Eighty-nine percent of the
students are Latino and more than 80% qualify
for free or reduced-price lunches. The state
classifies 70% of the student population as “at-
\risk.”

J

waslabeled a“low performing school” by the state
of Texas. The school began to work with HSTW in
1993 to rai se graduation requirements and student
expectations. The case study summarizedinthis
report charts the achievement gainsthat ensued.
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Key Findings

SREB measuresthe effectiveness of its high school
reforminitiativewith an HSTW Assessment that is
based on the National Assessment of Educational
Progress. Gene Bottomsreported changesin the
average HSTW Assessment scoresfor all students
in sitesthat participated in both the 1996 and 2000
HSTW assessment. Average African American
student gainsslightly exceeded the average gains of
white studentsin reading (11 vs. 10 point gains),
mathematics (18 vs. 17 point gains) and science (7
vs. 6 point gains), although an achievement gap did
remainin HSTW schools. Scoreswere significant at
the .01 level (seegraph).

In 1998, HSTW entered into partnership with 55
urban sites. (The number of HSTW urban schools
has since grown.) Between 1998 and 2000, African
American studentsin the 55 original urban sites
experienced scoreincreasesin reading (from 260 to
264) and science (from 262 to 269) while white
scoresfell inreading (from 281 to 279) but rosein
science (from 295 to 299). Asinthe HSTW
school s nationwide, despite minority student gains,
the achievement gap persisted in HSTW urban sites.
Reading and science score gainswere significant at
the .05 level, while math gainswere not statistically
significant.

At the predominantly L atino Los FresnosHigh
School, SREB measured student achievement with
both the Texas Assessment of Academic Skills
(TAAS) and the HSTW Assessment. Between 1993
and 2000, TAAS passing ratesfor Los Fresnos
tenth gradersjumped in reading (64% to 91%),
writing (74% to 96%) and math (40% to 94%).
During that ssmetime period, Los FresnosHigh
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School experienced more modest gainson HSTW
Assessments, increasing the percentage of students
meeting the program’s performance goalsin reading
(30% to 64%), math (50% to 77%) and science
(32% to 55%). The HSTW Assessment goals are
279 for reading, 295 for math and 292 for science.
Attendance at L os Fresnos rose from 92% in 1993
to 96% in 2000.

Between 1996-98, the percentage of HSTW male
studentswho met performance goalsin reading rose
from 35% to 44% and scores rose from 266 to 272.
Scoresrose eight points for white males (from 269
to 274), six pointsfor African American males
(from 256 to 262) and four pointsfor Latino males
(from 262 to 268).

Program Components

HSTW isasystemic-changeinitiative operated
through a central intermediary organization,
SREB, at avariety of school sitesthroughout the
nation in cooperation with states. In state
partnerships, state education officials are asked to
assume much of the responsibility for program
dissemination, oversight and monitoring. District

and school administrators are also asked to
commit to the program and its key components
(described below). They must share the overall
vision and implementation procedure with local
school s and teachers and admi nister assessment
tests with continued guidance from the state and
SREB. In exchange, HSTW offers:
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+ A model designwith key components.

+ Continuity, guidance and technical assistance—
in addition to the national office, an HSTW
coordinator, employed by the state, istrained to
facilitate most aspects of the program.

¢ Staff development guides.

+ Anannual, professional development
conferencefor teachers and administrators,
which providesinstructional support and
guidance on managing the program.

¢ AnHSTW assessment system for students
based on a battery of tests drawn from the
National Assessment of Educational Progress
(NAEP).

¢ Assistancewith program evaluation—HSTW
conducts evaluations of its schoolsand
compares them to each other on avariety of
measures.

+ Helplocating new funding sources.

With thisassistance, HSTW school s are expected
to:

+  Set higher expectations and get more studentsto
meet them by having students completea
challenging program of study with an upgraded
academic core and career major. The higher
expectationsincludeincreased graduation
requirementsfor general and vocational track
studentsto includefour years of college
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preparatory English, completion of algebrain
middle school, four years of math in high school
(including pre-calculus, Algebralll or calculus)
and three years of science.

+ Increase accesstointellectually challenging
vocational and technical studies, withamajor
emphasison using high-level math, science,
language arts, problem-solving skillsand to
academic studiesthat teach the essential
conceptsfrom the college prep curriculum by
encouraging studentsto use academic content
and skillsto addressreal-world projectsand
problems.

+ Providework-based learning, collaboratively
planned by educators and employers, resulting
in an industry-recognized credential and
employment opportunities.

¢ Allow common planning timefor academic and
vocational teachersto work together to provide
integrated i nstruction.

¢ Structure guidance so that each student and his
or her parentsareinvolved in acareer guidance
system.

+ Provideextrahelp to assist studentswho may
lack adequate preparation for an accel erated
program of study.

+ Usestudent assessment and program eval uation
datato continuously improve curriculum,
instruction, school climate, organization and
management.

Contributing Factors

High Expectations

Students who were required to prepare major
research papers, short writing assignments, oral
presentations and to read several booksayear and
use computersto prepare assignments had higher
average reading scoresthan other students. At

successful HSTW sites, high expectationsand
standards were adopted by general and vocational
students, aswell as by parents, school staff and the
business community. Thesetranslated into tough
new graduation requirementsfor English, math and
science.
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Specific Learning Strategy

Evaluatorsfound that improved reading
achievement was associated with studentstaught
with a“ Preparation, Assistance and Reflection
(PAR)” research-based framework. During each
lesson, teachers prepare studentsto read
purposefully, assist studentswith their reading and
ask students to reflect on what they have read.

Continuous I mprovement

Student assessment and program eval uation data
were used to continuously improve curricula,
instruction, school climate, organization and
management —all with the goal of raising student
achievement.

-
STUDY METHODOLOGY

All of these studies relied on test results from the
HSTW Assessment, as well as statewide test
results, school data, site visits and student and
staff interviews. The HSTW Assessment is based
on a battery of tests drawn from the National
Assessment of Educational Progress (NAEP).
The 2000 HSTW Assessment was administered
to nearly 55,000 high school seniors at HSTW
sites across the country.

EVALUATION & PROGRAM FUNDING
HSTW is funded by states that, in turn, fund the
implementing schools. Funds for special HSTW
projects are provided by the Appalachian
Regional Commission, the Charles Stewart Mott
Foundation, the DeWitt Wallace-Readers Digest
Fund, the Novartis US Foundation, Project Lead

~
the Way, the U.S. Department of Education and

the Whitehead Foundation.

GEOGRAPHIC AREAS

HSTW is headquartered in Atlanta, GA. By 2001,
the HSTW program was in place in more than
1,000 schools in 26 states: AL, AR, DE, FL, GA,
HI, ID, IN, KS, KY, LA, MA, MD, MI, MO, NJ, NY,
NC, OH, OK, PA, SC, TN, TX, VA and WV.

CONTACT INFORMATION
Research and Program Contacts
Gene Bottoms, Senior Vice President
Southern Regional Education Board

592 10" Street, NW

Atlanta, GA 30318

Phone: 404.875.9211 Fax: 404.872.1477

www.sreb.org
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High/Scope Perry Preschool

A Summary of:

“Significant Benefits: The High/Scope
Perry Preschool Study through Age 27.
Monographs of the High/Scope Educational

4 N
Focus

v' Early Childhood
Primary School

Middle School
Research Foundation” No. 10, 1993, High/ Secondary School
Scope Educational Research Foundation. By Postsecondary
Lawrence J. Schweinhart, H.V. Barnes & D. P. | Bxtendedleaming
Weikart.
Overview ( )
POPULATION

Inthe early 1960s, two pioneering projects
helped introduce early childhood educationin
Americato young children living in poverty: The
High/Scope Perry Preschool Program and Head
Start. Both aimed to improve the academic
success of low-income children by offering them
settings and activitiesthat their home
environments did not provide. Head Start,
initiated in 1965, was part of the federal
government’s “War on Poverty.” The project
was designed by acommittee of expertsinthe
fields of preschool education, health, child
development and mental health and offered a
comprehensive array of servicesto the child and
the family. The High/Scope Perry Preschool
project was devel oped by the Division of Special
Services of the Ypsilanti School District,
Michigan between 1962 and 1967. The project
placed ahigher emphasis on education than did

The High/Scope Perry Preschool Program
served 58 African American children, 3-4 years
of age, from low-income homes and deemed at
risk of school failure because of environmental
factors and low 1Q scores. The children
participated in the program for approximately
two years. In addition to defined classroom
activities, teachers visited the children’s homes
weekly and had monthly group meetings with
parents. The longitudinal study tracked
participants and control group members until
age 27. The study maintained contact with

approximately 95% of the initial group.
- J

Head Start. Follow-ups of project participants
and a control group were conducted by the High/
Scope Educational Research Foundation at ages
14-15, 19 and 27. This summary reports on the
last follow-up, donein 1993.

Key Findings

High/Scope Perry Preschool participantsat age 27,
compared with members of the control group, had
thefollowing statistically significant findings (at the
0.05level):

+ Higher monthly earnings (29% vs. 7% earned
$2,000 or more per month).

+ Higher percentages of home ownership (36%
vs. 13%) and second-car ownership (30% vs.
13%).

+ Higher level of schooling completed (71%vs.
54% completed 12th grade or higher).

+ Lower percentagereceiving socia servicesat
some time between ages 18 and 27 (59% vs.
80%).

+ Fewer arrests (7% vs. 35% having five or more
arrests), including crimes of drug making or
dealing (7% vs. 25%).
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In addition, as measured on earlier follow-ups,
participants, when compared to members of the
control group, showed higher:

¢ Scoreson the Adult Performance Level Survey
at age 19.

+ School achievement at age 14 as measured by
the CaliforniaAchievement Tests.

+ Performance onthe Stanford-Binet Intelligence
Scalefrom age 4 through 7.

When compared to women in the control group,
women who attended the High/Scope Perry
Preschool Program had significantly:

+ Higher monthly earningsat age 27 (48%vs.
18% earned over $1,000) because they had
higher employment rates (80% vs. 55%).

+ Fewer children out-of-thewedlock (57% vs.
83% of births) and more program women were
married at age 27 (40% vs. 8%).

+ Lower participation in special education
programs (8% vs. 37%).

When compared to men in the control group, men
who attended High/Scope Perry Preschool Program
had significantly:

+ Higher monthly earningsat age 27 (42% vs. 6%
earned over $2,000).

+ Higher percentage of home ownership at age 27
(52% vs. 21%).

+ Lower receipt of social servicesat sometime
between ages 18 and 27 (52% vs. 77%).

4 )
“It is essential that we invest fully in high-

quality, active learning preschool programs for
all children living in poverty. Since the
national Head Start program and state-funded
pre-school programs now serve fewer than half
of these most vulnerable of our children, the
nation is ignoring tremendous human and
financial potential.”

—Schweinhart, Barnes & Weikart, 1993. y

Ananalysisof criminal behavior between program
participantsand non-participants showed that:

¢ Themean number of arrestsfor participant
maleswas 3.8 vs. 6.1 for non-participants.

¢ Themean number of arrestsfor participant
femaleswas 0.4 vs. 2.3 for non-participants.

+ Twelvepercent of participant maleshad been
arrested five or more times vs. 49% of non-
participant males.

+ No participant femaleshad been arrested five or
moretimesvs. 16% of non-participant females.

The average cost of the program per participant was
$12,356 (in 1992 dollars) and the average amount

of economic benefits was estimated at $88,433 per
participant. Benefitsincluded: savingson unneeded
special education services, welfare assistance, the
criminal justice system process, and higher taxes
paid by participants dueto higher earnings. Savings
by potentia crimevictimswere calculated based on
in-court and out-of -court settlements. The benefit-
cost ratio of the program was $7.16 returned to the
publicfor every dollar invested in the program.

Program Components

The educational approach used in the High/Scope
Perry Preschool Program is based on the work of
Jean Piaget and viewsthe child asan active learner.
The main characteristics of the program are:

+ A well-defined classroom program operating at
least 12 %2 hours each week and relying on a
plan-do-review routine.

+ Developmentally appropriate practicesthat
encourage child-initiated learning activities (the
High/Scope Curriculumisused nationwidein
many early childhood initiatives, including some
Head Start programs).

+ Emphasisonlanguage andliteracy, socia
relationsand initiative, movement, music,
classification, numbers, space and time.

American Youth Policy Forum



136

¢ Small groupsto develop closer relationships
between the teacher and the child (the teacher
plansthe materialsbut allows children to choose
how to use them).

+ Circletime (thewhole class meetstogether with
an adult for about 15 minutesto play games,
sing or exercise).

¢ Staff highly trainedin early childhood education.

Raising Minority Academic Achievement

+ Supportive adults, both in and outside the school
(school staff maintained intensive outreach to
parents, including weekly homevisits).

+ A child-staff ratio of no morethan 10 children
per adult.

+ Consistent staff supervision and training (use of
atrain-the-trainers system).

Contributing Factors

Empowering Children

In the High/Scope Perry Preschool model, the
children were seen as active learners, continuously
involvedina“plan-do-review” process. They were
encouraged by supportive adultsto plan their own
learning activities, were offered amaterials-rich
environment to implement these activities, and had
to report on results afterwards. Therole of the adult
was basically that of guidance and support.

Empowering Parents

Teachers visited parents at |east once aweek for
approximately an hour and ahalf. Thevisits
involved the child and the parentsin discussion and
modeling of the child’'sactivitiesin the classroom.
Monthly group meetings hel ped parentsto

understand their children’s devel opment and
abilities. Thefocuswas on helping parentsto
provide the necessary supportsfor their child to
deveopintdlectually, socialy and physically.

Empowering Teachers

Training and supervision wereintegral tothe
program and aimed both to improve the
effectiveness of the program and support the
teachers. A trained curriculum specialist provided
teacherswith hands-on workshops, observation and
feedback. Currently, the High/Scope Foundation
has a nationwide certified trainers program with
systematic evaluation. Each High/Scopetrainer
workswith an average of 25 teachers and assistant
teachers.

-

~
STUDY METHODOLOGY GEOGRAPHIC AREAS
Of an initial group of 123 children who were The High/Scope Perry Preschool Program was
eligible for the High/Scope Perry Preschool located in Ypsilanti, MI.
Program, 58 were randomly assigned to the
program and the remaining 65 were assignedtoa CONTACT INFORMATION
control group. Data were collected on both Research and Implementing Contact
groups annually from ages 3 through 11, and High/Scope Educational Research Foundation
follow-ups were conducted at ages 14, 15, 19 and 500 North River Street
27. Significant Benefits reports on the follow-ups  ypsilanti, MI 48198-2898
through age 27. Phone: 734.485-2000
Fax: 734.485.0704
EVALUATION FUNDING www.highscope.org
High/Scope Educational Research Foundation. y

Note: A comparative analysis of Head Sart and High/
Scope programs can be found in “ Is the High/Scope Perry
Preschool Better Than Head Sart? Yes and No,” Early
Childhood Research Quarterly (1994), 9, pp. 269-287, by
Edward Zigler and Sally J. Styfco.
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Historically Black
Colleges and Universities

A Summary of:

“Historically Black Colleges and
Universities: Their Aspirations and

Accomplishments” (1999) Educational Testing
Service. By Harold Wenglinsky.

4 N
Focus

Early Childhood

Primary School

Middle School

Secondary School
v'  Postsecondary

Extended Learning
g J

Overview

Most Historically Black Collegesand Universities
(HBCUs) werefounded during an erawhen African
American studentswere barred from attending
traditionally white, postsecondary institutions.
Sincethe Civil Rights Movement opened the doors
of traditionally white collegesand universitiesto
minority students, some policymakers have
challenged the continued existence of HBCUSs,
arguing that they serve no purposein anintegrated
system of higher education. In fact, the Supreme
Court decisionin U.S. v. Fordice (1992) required
statesto “ educationally justify or eliminate” all
vestiges of segregation, including HBCUs. The
study summarized here addressed thisissue by
assessing the educational benefits of attending an
HBCU for both white and minority students. The
researcher examined dataon general undergraduate
retention rates, retention in thefields of science and
engineering (disciplinesin which minoritiesare
historically under-represented) and post-graduate
aspirations.

POPULATION

Today, there are nearly 300,000 students
attending 103 HBCUs across the country. On
average, 13.1% of HBCU students are white
and the vast majority of the remaining student
body is African American. In terms of gender,
the percentage of male students in HBCUs has
decreased in recent years (from 47% in 1976
to 40.9% in 1990). The parents of HBCU
students have significantly lower adjusted gross
incomes than the parents of students at
traditionally white institutions. This study looked
at a database of students who took the
graduate record examination (GRE) in 1993
and an Association of Universities/Association
of Graduate Schools (AAU/AGS) database of
graduate student completion (1989-1994). The
GRE database of 351,017 undergraduates with
aspirations to go to graduate school included
30,203 African Americans (10,669 attended
HBCUSs). The AAU/AGS database included
14,000 graduate students enrolled in 40
research universities between 1989 and 1994.
Out of the 14,000 graduate students in the
database, 284 students were African
Americans and 34 had attended HBCUs as
\undergraduates.
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Key Findings

This study compared undergraduate completion
rates, post-graduate aspirations, choice of majors,
graduate program retention and compl etion of
studentswho attended HBCUs and traditional ly
whiteingtitutions.

Twenty-one percent of all African American
undergraduates currently attend HBCUs, and
28% of all degrees awarded to African Americans
are from HBCUs.

Using the GRE database of 351,017 students
(30,203 African American), the researcher
|earned that:

+ A higher proportion of African American
HBCU students aspire to go to graduate
school than African American students at
traditionally whiteinstitutions. About 33% of
African Americans who took the GRE in
1993 went to HBCUS, even though only 28%
of all African American college graduates had
attended HBCUs.

+ African American malesat HBCUswere
more likely to choose agraduate magjor in
sciencethan their peersat traditionally white
institutions (22% vs. 15%).

¢ African American femalesat HBCUswere
more likely to choose agraduate magjor in
sciencethan their peersat traditionally white
institutions (16% vs. 9%).

Using the AAU/AGS database of graduate
students enrolled in 40 universities between 1989
and 1994, the researcher compared the retention
and completion ratesfor African American
HBCU alumni (n=34) and African American
alumni of traditionally white institutions (n=250):

Raising Minority Academic Achievement

~
“[HBCUS] better prepare Blacks for those

professions in which they are most
underrepresented. This benefit applies both to
Blacks who would have attended a
traditionally white institution and to Blacks
who might not have attended any
postsecondary institution.”

—Harold Wenglinsky, ETS Researcher
(. J

+ By 1994, HBCU alumni weremorelikely to
remain in graduate school or have achieved
their PhD than alumni of traditionally white
institutions (82% vs. 66%).

+ HBCU aumni finished their PhDsfaster (5.57
years) than their peers who had attended
traditionally whiteinstititions (6.14 years).

+ HBCU aumni earned their PhDsat dlightly
higher ratesthan alumni of traditionally white
institutions (21% vs. 18%), but the small
numbers of African American PhDsinthe
database limited the significance of thisfinding.

Theresearcher found that African American
students do not have more interactions with faculty
at HBCUsthan their minority peersat traditionally
whiteinstitutions. African American HBCU students
arealso no morelikely to engagein community
servicethan minority studentsat traditionally white
ingtitutions.

Relativeto traditionally whiteinstitutions, HBCUs
do cost lessto attend. According to the National
Post-Secondary Student Aid Study (1989-90), the
average student enrolled inan HBCU paid $1945in
tuition annually compared to the $3309 for the
average student attending atraditionally white
ingtitution.
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Program Components

HBCUsvary greatly in size, mission and funding.
There are 103 HBCUs located in 19 states and the
District of Columbia. About half (53) of these are
private schools. Eighty-nine HBCUs offer four-
year degrees and 24 offer two-year degrees and/or
certificates. Theaverageenrollment at HBCUs
varies from 1000 students to more than 8000
students.
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Historically, HBCUshave had two roles: preparing
African American studentsfor positions of
|eadership within their communities and preparing
them for graduate and professional schools. The
author of this study traces these two educational
philosophies back to the teachings of African
American educators W.E.B. DuBoisand Booker T.
Washington.

Contributing Factors

General Graduate Preparation

Theresearcher interpreted the data on retention and
completion of graduate degreesto suggest that
HBCUs prepare African American students better
for graduate school, though he did not explain what
aspects of the undergraduate experience at HBCUs
specifically contributeto graduate preparedness.

Encouragement of Participation in the Sciences
HBCUs appear to be more successful than
traditionally whiteingtitutionsin preparing African
American studentsfor post-graduate work inthe
variousfieldsof science, fieldsin which minority
students are often under-represented.

Affordability

“The affordability of HBCUs. . . may encourage
students, who might otherwise either attend a
community collegeor no collegeat al, to attend a
four-year ingtitution.” Thisaffordability issue
seemed especialy important for the minority
students who chose HBCUS, since these students
camefrom familieswith lower incomesthan the
comparable group of minority students at
traditionally whiteinstitutions.

-

~
STUDY METHODOLOGY GEOGRAPHIC AREAS
The author of this study analyzed information There are 103 HBCUs in operation today in the
from the 1993 database of Graduate Record United States. They are located in AL, AR, DE,
Examinations (GRE) test registrants and a DC, FL, GA, KY, LA, MD, MI, MS, MO, NC, OH,
longitudinal database of the American OK, PA, SC, TN, VA, and WV as well as the
Association of Universities/Association of Virgin Islands.
Graduate Schools (AAU/AGS) Project for
Research on Doctoral Education. Though there CONTACT INFORMATION
was no attempt to match the comparison groups Research Contacts
on educational achievement, the researcher did Harold Wenglinsky, Director
determine that the African American students Policy Information Center, Educational Testing
who attended HBCUs in both databases come Service
from lower socio-economic backgrounds than Rosedale Road, MS 04-R
their peers in traditionally white institutions. Their  princeton, NJ 08541
parents had lower average incomes and fewer Phone: 609.734.1317
years of formal education. Fax: 609.734.1755
hwenglinsky@ets.org
EVALUATION & PROGRAM FUNDING www.ets.org
The evaluation was funded by the Educational
Testing Service. HBCUs are funded by a mix of
public and private funds as well as by student
tuition. )
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| Have A Dream

A Summary of: C Focus 0

“The Role of Social Capital in Youth Early Childhood

Development: The Case of | Have a Dream” ’ ;ﬁ'&ﬁf‘;ﬁfﬁ?ﬁ."'

(1999) Educational Evaluation and Policy Analysis, v Secondary School

21 (3): 321-43. By Joseph Kahne and Kim Bailey, Postsecondary

University of lllinois at Chicago. L Extended Learning )

Overview ( )
POPULATION

“l HaveaDream” (IHAD) isayouth organization
providing financial, academic and social support to
inner-city public school studentsthroughout the
country. Local sponsors, generally wealthy families,
adopt an entire class of sixth graders, randomly
chosen, and guarantee “last dollar” scholarshipsfor
all those who graduate from high school (the
sponsor paysfor college costs above those covered,
for example, by grantsand other scholarships).
Besides maintaining personal relationshipswith the
“Dreamers,” the sponsors hire aproject coordinator
tofacilitate and coordinate services, such astutoring,
employment, volunteering activities, counseling,
health and socia services. Inthetwo case studies,
the coordinators were helped by volunteersfrom a
Princeton program and AmeriCorps members. The
premiseisthat, with personal support and financial
resources, inner-city youth will be ableto pursue
postsecondary education and/or be better prepared
to succeed in the workplace. For another study of
IHAD, see Some Things DO Make a Difference for
Youth, p. 149.

\program beyond graduation.

“I Have a Dream” serves inner-city children, from
sixth grade until their graduation from high school.
The study focuses on two programs in Chicago.
La Familia was based in a youth organization on
the city’s West Side and served 52 Dreamers.
Of these, 31 were Mexican American, 14 Puerto
Rican, five bi-racial, one white and one African
American. The majority were female (56 percent)
and for more than 70%, both parents had not
completed high school. Seventy percent had
families with incomes below $20,000. Ninety-four
percent of the initial Dreamers stayed in the
program until graduation. Project Success was
located in a church on the South Side of Chicago
and served 40 Dreamers, all African Americans.
Fifty-eight percent were female. The mothers of
55% of the group had some high school
education (the researchers could not gather
reliable data on more than half of the fathers).
Eighty percent lived in families with incomes
below $20,000. Ninety percent of Project
Success’ Dreamers stayed in touch with the

Key Findings
Researchers compared Dreamersto studentsfrom
previous sixth grade classes at the same schools

who had not participated in the program. When
compared to the control groups, Dreamers showed:

+ Higher graduation ratesfrom high school
(graduation ratesfor Dreamerswere 71% and
69%, double the 37% and 34% rates for the
control groups; 6% of the Dreamersin the West
Side program passed the GED).

Higher enrollment ratesin two- and four- year
colleges (63% and 67% of the Dreamers
enrolled in college, almost threetimesthe
control group rate, estimated at 20% and 18%).

Of the Dreamerswho went to college, 78% enrolled

in

4-year ingtitutions.
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Program Components

The programs are tail ored to the needs of the
individual Dreamer. Key components, common to
al programs, are:

+ Long-term personal relationships (the project
coordinator and the sponsors maintain personal
contact with the Dreamersthroughout the
duration of the program and, in many cases,
even after the Dreamer enters college).

+ Working with thefamilies (servicesare procured
not only for the Dreamers, but also for their
families, when needed; despite some conflicts
with afew parents, mostly onissues of values,
therelationship between staff and families
tended to be supportive).

+ Linkageto existing community services
(Alcoholics Anonymous, battered women's
shelters, foster care, legal services, planned
parenthood, summer jobs or homel ess shelters).

+ Helpwithfinding jobsand enrichment
programs.
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+ Focuson peer support to promote and maintain
pro-socia behaviors.

+  Academic support through tutoring and
mentoring accompanied by high expectations
(some Dreamersweretransferred to private
schools, paid by the sponsors, because staff felt
that they were not receiving adequate attention
and guidancein the public school s or because of
gang-related problems).

The average cost per student per year for six years
was $1,482 for the program on the city’s West Side
and $2,829 for that on the South Side. Private
school tuition represented 19% and 55% of the cost,
respectively. To helpimprove public schoolsin
inner city areas, the IHAD Foundationisdeveloping
acharter school, one sponsor hasinitiated a
comprehensive neighborhood development program,
and another IHAD group hasinitiated apublicly-
funded schooal that provides after-school programs.

Contributing Factors

Building Social Trust

Timeisimportant to build trust among inner-city
youth. By accompanying the students from the
sixth grade, the project coordinator hastimeto build
strong relationshipswith Dreamers. Project
coordinatorsfor both programsremained in touch
with at least 90% of their original Dreamersthree or
more years after they had left the program.

Relationshipsas Vehiclesfor Support

Inner-city youth generally deal with social pressures
that tend to undermine success. The mgjority of
Dreamerswerevictimsof physical, sexua or
substance abuse in the home and/or had participated
ingang activities. Interviews indicated that a
trusting relationship with IHAD staff helped
Dreamersdeal with such major concerns.
Relationshipswith staff and sponsorswere also an
important tool for job opportunitiesand accessto
servicesand programs.

I mplementation Quality

IHAD’smajor challengeisto hire staff ableto
providetheintense support and commitment
required by thetarget population. Studies of other
IHAD programsthat did not show graduation rates
as high astheseindicate that more successful
programs have low turnover of project coordinators,
work with both private and public schools, and
benefit from volunteer help. 1nthe case studies,
AmeriCorps membersand volunteersfrom the
Princeton Project 55 Program added two full-time
staff membersto each of the two programs. These
individuals added extrahours of staff work, besides
offering more opportunitiesfor Dreamersto
establish meaningful relationships (somevolunteers
were ableto establish positiveinteractionswith
Dreamerswho were resistant to approaching the
IHAD coordinators).
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STUDY METHODOLOGY

Researchers studied two IHAD programs for two
and a half years and used a sixth grade class at
the Dreamers’ schools that had not been part of
the program as a control group (assignments
were randomized). The programs were chosen
because they were consistent with the IHAD
model, maintained contact at least with 90 percent
of the Dreamers and their Dreamers were already
making the transition to college. Researchers
interviewed Dreamers, staff, parents and
sponsors, observed program operations on over
100 occasions, ran focus group sessions with
staff, sponsors and students, conducted surveys,
and used school records to obtain data for
Dreamers and the control groups.

EVALUATION FUNDING

Steans Family and Polk Brothers Foundations,
The Chicago Community Trust and the Center for
Urban Educational Research at the University of
lllinois at Chicago.

GEOGRAPHIC AREAS
Both programs are located in Chicago, IL.

CONTACT INFORMATION
Research Contact

Joseph Kahne, Professor

Department of Education

Mills College

5000 MacArthur Blvd.

Oakland, CA 94613-1301

Phone: 510.430.3275, Fax: 510.430.3119

jkahne@mills.edu

Implementing Contact

Yvonne Butchee, Executive Director

“l Have a Dream” Foundation - Chicago
1335 W. Harrison St.

Chicago, IL 60607-3318

Phone: 312.421.4423, Fax: 312.421.2741
Dreamchgo@aol.com

http://www.ihad.org
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KIPP Academies

A Summary of:

“KIPP Results: Stanford Achievement
Tests, New York State Standardized Tests,

“The KIPP Academy: An Innovative and
Effective Framework for Public Schools”
(2000) The KIPP Academies. By Michael

and the Texas Assessment of Academic Feinberg.
Skills” (2001) KIPP Academies (Internal e oous ™
Documents). Compiled by Michael Feinberg. Early Childhood
v' Primary School

“No Excuses: Lessons from 21 High v Middle School
Performing, High Poverty Schools” (2000) SCCHIRLY 2510

) . ostsecondary
The Heritage Foundation. By Samuel Casey v Extended Learning
Carter. - J
Overview ( )

. POPULATION
In 1994, form_er Teach For Americainstructors Enroliment in KIPP is based on a lottery
founded thefirst Knowledge s Power Program system, which randomly selects students from
(KIPP) in Houston, Texas. One year |ater, the a pool of applicants. Before the children start
KIPP Academy became a charter school in the school, KIPP staff meets with parents and
Houston I ndependent School District (HISD). students to discuss a commitment contract.
Sinceitsinception, the KIPP Academy has Approximately 320 students in grades 5-9
provided underprivileged studentsin grades5-9with | attend the KIPP Academy in Houston. Ninety-
arigorous academic curriculum that preparesthem seven percent of 'ghe Houston KIPP students
for successin college and careers. The KIPP are African _A_mencan or Latino and 90% of
Academy classes aretaught in morethan adozen ;[hem are eligible for federal bre_akfast and
. . unch programs. Of the approximately 250

temporary trailersin the southwest quadrant of KIPP students in the Bronx Academy, 45% are
Houston. A second KIPP Academy wasset upasa | african American, 55% are Latino and more
school within aschool, inthe Bronx, with asimilar than 95% are eligible for federal breakfast and
commitment to serving minority students. \IunCh programs. )

Key Findings

One way that the KIPP in Houston measures
student achievement isthrough the Stanford-9
achievement tests. Thefollowing graphschart the
increasesin Stanford reading and math scoresfor

various classes after one, two, and three years at the

KI1PP Academy between 1998 and 2001. In
reading, students cameinto the school scoring
between the 35" and 57" percentile. After three
years at KIPP, they were scoring between the 60"
and 75" percentile on the reading test. KIPP had a
similar, positive effect on math achievement (see
charts).

A

nother measure of KIPP's effect on academic

achievement is the percent of studentswho passthe
standardized Texas Assessment of Academic Skills
(TAAYS) testsin math and reading.

*

*

Before attending K1PP, between 33% and 66%
of theincoming students had passed TAAStests
for their gradelevel.

After oneyear of KIPPinstruction, more than
90% of each class passed the tests and after
two years, nearly 100% passed.
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¢ The 2000 and 2001 TAAS results showed that
no fewer than 97% of each KIPP class passed
the math assessment, while no fewer than 93%
of each class passed the reading assessment.
Although KIPP does not exempt studentsfrom
TASS, many classes had pass rates of 100% in
both subjects.

To measure academic achievement of studentsat the
KI1PP Academy in the Bronx, KIPP reports compared
the percentage of studentsscoring at or above grade
level onthe Comprehensive Test of Basic Skills, with
figuresfor middle school studentsthroughout the New
York City school district. Between the 1998-99 school
year and the 2000-01 school year:

*

Raising Minority Academic Achievement

The percentage of KIPP studentsreading at grade
level rosefrom 40% to 61% whilethe percentage
of New York City students (grades5-7) reading at
or above grade level rosefrom 37% to 42%.

The percentage of KIPP students performing at
gradelevel in math rosefrom 40% to 60%, while
the percentage of New York City students (grades
5-7) at or above grade level on math testsfell from
34% to 31%.

The KIPP Academy has been rated the highest
performing middle school inthe Bronx interms
of average attendance (96%), reading and math
every year.

-~
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Fig. 2 - National Percentile Scores for KIPP
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Program Components

The KIPP school reform model stands on five
“pillars’ or components:

+ The KIPP founders and teachers have high
expectationsthat all students can learn and
conduct themselvesin adisciplined manner
whileinschoal. In Texas, these high
expectationstrang ated into the assumption that
all students can and should score at proficient
levelsonthe TAAStest.

*

Because enrollment at KIPP isvoluntary,
students and parents must sign a contract
agreeing to work together to reach the high
goals set by the school. Program directors
emphasi ze student choice and commitment to
the school and to each other.

Extended time on task is another integral
component of the program. KI1PP students
spend 67% moretimein classthan the average
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public school student. During the normal
school year, KIPP students arrive at school at
7:30 am. and depart at 5:00 p.m. Monday
through Thursday, getting out alittle early (4:00
p.m.) on Fridays. In addition, students agree to
attend four hours of school most Saturdays and
four weeks of school every summer.

¢ KIPPdirectorswant to lead the school reform
movement by example, emphasizing what they
term the power to lead. Ascharter school
principals, they have complete control over their
budget and personnel decisions. In 2000, KIPP
partnered with the founders of Gap, Inc., to
start aFischer Fellowship program, which will
train a corps of education reformersto found
their charter schools across the country to serve
disadvantaged youth. Thefellowshipinvolvesa
summeyr institute on school management at the
University of Californiaat Berkeley followed by
afall residency in KIPP network schoolsand a
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“There are no shortcuts.”
—KIPP motto from Rafe Esquith,
1992 Disney Teacher of the Year

spring planning period. Fellowsare expectedto
open up their own school s after their fellowship
concludes.

+ Afocusonresultsisthefinal component of
KIPP Academies, whichincludesevauating
program outcomeswith state and national
standardized test scores.

In addition to the above components, both KIPP
Academiesintegrate music into the school
curriculum. For example, inthe New York KIPP
Academy, all students play instrumentsin the school
orchestra. Orchestra performances have garnered
local fame and funds, which have allowed the
school to provideinstrumentsto students.

Contributing Factors

Extended Learning

The extended school day, Saturday classes and
summer sessions provide additional timefor KIPP
studentsto learn. Thisisnot simply additional “ seat
time,” however. These extrahours spent in class
seem crucial for achieving the high academic
standards set by KIPP.

Parent Support

Enrollment in the KIPP Academiesisvoluntary.
Parents choose to send their children to KIPP
schools. Both parents and students must sign a
contract committing to the extended classtime.
Parents al so agreeto supervisetheir children’'s
homework assignmentsevery night.

Small Learning Communities

In both Houston and the Bronx, KIPP has set up
small learning communities of 250 to 300 students
who stay together for four years from the fifth

through the ninth grades. The small size of this
community fosters asense of belonging to the
school.

Teacher/Administrator Commitment

Teachers commit to the same extended classtime as
students. They remain “on call” to help students or
answer parent questions 24 hours aday with cell
phones and toll-free numbers provided by the
school. Teachersalso regularly visit studentsin
their homes and work with parentsto get them
involved in student work.

Professional Devel opment

KIPP pays for teachersto travel to observe the
master teachers who inspired the program. With the
Fisher Fellowship, the KIPPfounders provide
developmental opportunitiesfor teachersand others
interested in education reform to become school
administratorsintheir ownright.
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STUDY METHODOLOGY

This was not a formal evaluation, but an analysis
of data taken from the state educational agencies
in Texas and New York. The editor of the “No
Excuses” report visited the two academies and
interviewed the KIPP superintendents and district
officials. Test score data came from the Texas
Assessment of Academic Skills (TAAS) test, the
Stanford-9 Achievement Test, the California
Achievement Test-5 and the Comprehensive Test
of Basic Skills. Comparisons are made with

national, state and citywide data.

EVALUATION & PROGRAM FUNDING
Casey Carter’s research on KIPP was funded by
the Heritage Foundation. KIPP Academies are
funded by the public school systems in Houston
and New York City as well as numerous
individuals, foundations and private corporations.
The list of private funders includes The Brown
Foundation, The Fondren Foundation, Houston
Annenberg Challenge, Rockwell Fund and many
others.

GEOGRAPHIC AREAS

KIPP Academies are located in Houston, Texas
and the Bronx in New York, New York. By August
2001, three additional schools based on the KIPP
model had opened their doors to students: The
3D Academy (Houston, TX), Gaston College
Preparatory (Gaston, NC) and Key Academy
(Washington, DC).

CONTACT INFORMATION
Research Contacts

Samuel Casey Carter

New Academy Ventures, LLC

5345 Chevy Chase Pkwy, NW, Suite 300
Washington, DC 20015
caseycarter@earthlink.net

Program Contact

Michael Feinberg, Superintendent
KIPP Academy

10811 Collingham

Houston, Texas 77099

Phone: 832.328.1051

mfeinberg@kipp.org
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Project GRAD
A Summary of: e ™
, . Focus
“Project GRAD: Program Evaluation Early Childhood
Report, 1998-99” (December 1999) University of ¥’ Primary School
. v' Middle School
Houston. By Kwame A. Opuni, Ph.D. v Secondary School
Postsecondary
v'  Extended Learning
N\ J
Overview 4 A
POPULATION

Project GRAD (Graduation Really Achieves
Dreams) began asascholarship programin
Houston, Texasin 1988-89. It has now grown into
aprivate, not-for-profit organization that worksin
partnership with high schoolsand their feeder
schoolsto implement multiple reform model sthat
lead to higher graduation and college attendance
rates. When a school system comes to Project
GRAD for assistance, the staff institutes a series of
interventionsto improve classroom management
and discipline, student reading and math
proficiency, parent and community involvement,
and finally, high school graduation and college
acceptance rates. First, Project GRAD usesa
Consistency Management and Cooperative
Discipline program that facilitates teacher/student
cooperationininstructional consistency and
behavior management. Second, Project GRAD
implementseducational initiatives, such as Success-
for-All and MOVE IT Math, to supplement basic
elementary and middle school reading and math
curricula. Third, theinitiativeworksthrough
Communitiesin Schoolsto improvethe quality and
level of parental and community support for school
activities. Finally, Project GRAD implementsa
comprehensive outreach program which includesa
community-wide Walk for Successto recruit
students and their parents, Parent Universitiesto

Project GRAD sites are located in inner-city
schools, serving primarily minority students
from low-income families. Nationally, Project
GRAD serves approximately 68,000 students in
92 schools. The 24 Houston schools examined
in the evaluation belong to the 2 high school
feeder systems that have piloted the programin
Houston: Jefferson Davis High School and
Jack Yates High School. The evaluator detailed
the socio-economic characteristics of the
communities around the Davis and Yates high
school feeder systems. Only 44% of the adults
in the Davis community and 66% of those in
the Yates community have completed high
school. These feeder systems serve 26,000
students, the vast majority of whom were
African American and Latino youth. In 1999,
89% of the students at Davis High School were
Latino, 9% African American, 2% white, 18%
limited English proficiency and 76% received
free or reduced price lunch. That same year,
89% of Yates High School students were
African American, 10% Latino, 1% Asian and
57% of the students received free or reduced
\price lunches.

J

improve parental literacy and involvement levels
and intensive summer institutesand college
scholarshipsfor students.
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Key Findings

One of Project GRAD’sprimary goalsisto raisethe
college enrollment of graduatesfromitshigh
schools. The program more than tripled annual
college enrollment ratesfor DavisHigh School
graduates, from 12% to 50%, between the first year
it offered scholarshipsin 1989 and 1999.

The Texas Assessment of Academic Skills(TAAS)
test was used to measure improvementsin reading
and math proficiency at al of the Davisand Yates
feeder school s (Elementary Schools-ES, Middle
Schools-M Sand High Schools-HS) served by
Project GRAD. Davisschoolsbegan implementing
Project GRAD in 1994, while Yates school s began
in 1996. Schoolsin both feeder systems experienced
increased passing ratesonthe TAAS after
implementing Project GRAD (seecharts).

Evaluators compared Project GRAD schoolsto
other Houston schoolswith similar student
demographicsand basdline achievement scores, using
the Woodcock, TAAS and Stanford-9 teststo measure
theeffect of participatingin Project GRAD.
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¢ TheWoodcock, Stanford-9 and TAAStests
revealed that studentswho began kindergartenin
the Davis system the same year that Project
GRAD started (1994) outperformed acomparison
cohort for three consecutiveyearsin mathematics
and two consecutiveyearsin reading.

¢ Theevaluator also charted longitudinal
increasesin grade equivalent scoreson the
Stanford-9 test for 472 studentsin the Yates
feeder system after three years of participation
in Project GRAD. The average, pre-Project
GRAD grade equivalent score of these students
was one month above the national averagein
reading and three months bel ow the national
averagein math. After threeyearsinthe
program, they performed at three months above
the national averagein both reading and math.

After four years of implementation, Project GRAD
reduced disciplinary referralsto principals’ officesin
Davis elementary schools by 74% (from 1,017 to
268). The Yates feeder schools also saw a
disciplinary referral decline of 22% (from 935 to
729) by the second year of the program.
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Program Components

When Project GRAD partners with a school
feeder system, it brings aconstellation of reform
effortsthat cover each level of schooling from
kindergarten through high school.

+ Consistency Management & Cooperative
Discipline (CMCD) isaclassroom
management initiative that builds consistency
ininstructional and disciplinary practices by
involving teachers, students and parentsin a
behavioral management partnership.

¢+ MOVEIT Math (MOVEIT isan acronym
for Math Opportunities, Valuable Experiences
and Innovative Teaching) uses songs, games,
literature and hands-on manipulativesto teach
concepts and the importance of mathematics
to studentsin grades K-6. Studentslearn
basic math (arithmetic) and advanced math
(algebra) at an early age.

¢ Successfor All (SFA) isaresearch-based,
school-wide reading and writing program for
grades K-5 (see pp. 162-164).
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¢ Communitiesin Schools(CIS) isanon-profit,
dropout prevention and social service programthat
tailorscounseling, guidanceand family case-
management servicestoindividua studentsand
their families.

+ Walk for Successisagrassrootseffort to inform
parentsand recruit student applicantsfor the
Project GRAD scholarship program. Alumni,
teachers, saff, mentors, university volunteersand
community leadersgo door to door toraise
awareness of the program.

¢ Scholarshipsof $1,000 per year for collegeare
guaranteed to studentswho: graduate on timefrom
aProject GRAD high school; takeaminimum of
threeyearsof mathematics, including algebral,
geometry and algebrall; maintaina2.5 grade
point averagein core academic subjectsand
completeaminimum of two summer ingtitutes
sponsored by the program at local universities.

Contributing Factors

Professional Development and Support

Project GRAD recognized that the high turnover
rates of teachersininner-city schools necessitated
ongoing training of all teachershired after thefirst
year of intensivetraining and project
implementation. Facilitatorsfrom Project GRAD
therefore provide on-going material and curricul ar
supportin CMCD and SFA. According to the
evauator, teachersfeel freeto cometo these
facilitatorswith their problems because of thefact
that thefacilitators“ operate outside of the teacher
appraisal process.” Inaddition, aSocia Worker/
Project Manager ishoused at each school to work
with students, teachers and parents to support
various aspects of the program.

Sustainability

“Unlike many educational initiativesthat promisea
quick fix and then often cut funding prematurely
before meaningful resultsoccur, Project GRAD’s
programmiati c perspective and commitment arelong-
term,” noted theevaluator. Project GRAD adsorelies
on diversefunding sourcesfor support of itsprograms.

Ongoing Evaluation and Model Refinement
Teachers, administratorsand Project GRAD
facilitatorstrack student test scores, disciplinereports
and evaluationfindingsto ensurethat studentsreceive
adequate support and benefitsfrom the program.
Benchmark dataalso ensurethat the programishaving
apositive, aggregateimpact on the schoals.
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Comprehensive Reform

Project GRAD recognizesthat areform model
focusing only on high school might be hampered by
weak elementary or middle schoolsinthehigh
school’sfeeder pattern. The evaluator believed that
the scope of thereforminitiative, involving teachers
and administratorsfrom all of the feeder schools has
been crucial to Project GRAD’s success.

Raising Minority Academic Achievement

Parent and Community Empower ment

Project GRAD empowers parents and community
members by involving them in school reforms
through CISinitiatives (GED programs, Citizenship
Classes and health and employment referrals, for
example). Shared Decision-Making Committees
(principals, parents, teachersand community
leaders) manage Project GRAD feeder schools.

Evaluator Comments

Project GRAD schools must work on retaining
teachers, according to the evaluator, because of the
high turnover rates of teachersininner-city schools.
Such turnover rates mean the loss of many hours of
programtraining. Theevaluator found that the

most substantive criticism of the program from
teachers pertained to the perceived, rigid structure
and lack of phonics-based instructional emphasisin
Successfor All, one component of Project GRAD’s
reform strategy.

-
STUDY METHODOLOGY
The evaluator used school data, statewide and
national test scores, as well as teacher surveys
to chart the increases in academic
achievement among the cohorts of Project
GRAD students. Because of high, annual
student mobility rates (24%) in the pilot
schools, the evaluator also used a quasi-
experimental design involving matched
comparison schools with similar student
demographics and baseline achievement data
to determine the effect of Project GRAD on
student achievement. Site visits, interviews with
students and teacher surveys offered a more
qualitative evaluation of the program.

EVALUATION & PROGRAM FUNDING
The evaluation was funded by the University of
Houston System. More than 65 public and
private foundations, organizations and
corporations fund Project GRAD. Some of
these funding initiatives are multi-year, multi-
million dollar grants, to expand and replicate
the Project GRAD model.

~
GEOGRAPHIC AREAS

Project GRAD began in Houston, Texas, but it has
now been replicated in Los Angeles, California;
Atlanta, Georgia; Newark, New Jersey; Columbus,
Ohio and Nashville, Tennessee. Future plans
include the possibility of replicating the program in
San Antonio, Texas.

CONTACT INFORMATION

Research Contacts

Kwame A. Opuni, Ph.D., Director

Center for Research on School Reform (CRSR)
University of St. Thomas

3800 Montrose Boulevard.

Houston, TX 77006

Phone: 713.525.6951

kopuni@stthom.edu

Program Contact

Robert Rivera, Associate Director
Project GRAD

1100 Louisiana, Suite 450
Houston, TX 77002

Phone: 713.654.7083

Fax: 713.654.7763

www.projectgrad.org/
rrivera@projectgrad.or
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Puerto Rico Louis Stokes Alliance for
Minority Participation

A Summary of:

“Puerto Rico Louis Stokes Alliance for
Minority Participation: 1999-2000, 1998-99
and 1997-98 Annual Progress Reports.”
Submitted to the National Science Foundation by

the University of Puerto Rico Resource Center for
Science and Engineering. By Dr. Ana C. Pifiero.

4 )
Focus

Early Childhood

Primary School

Middle School

Secondary School
v'  Postsecondary

Extended Learning
_ J

Overview

Founded in 1991, The Puerto Rico Louis Stokes
Alliancefor Minority Participation (PR-LSAMP) is
one of several nationwideinitiatives sponsored by
the National Science Foundationtoincreasethe
number of minority studentsthat receivea

baccal aureate degreein science, math, engineering
and technology (SMET) fields. TheNational
Science Foundation awarded two five-year grants
(1991-1996 and 1996-2001) to implement this
initiativeto the Resource Center for Science and
Engineering of the University of Puerto Rico.
Thirteen campuses of four major higher education
institutions on the I sland are members of the PR-
LSAMPaliance. The Resource Center servesas
the umbrellaorgani zation of thisalliance, promoting
the maximum collaboration of al institutions. The
major goal of the Resource Center isto transform
theteaching/learning processin SMET disciplines
for ALL studentsin Puerto Rico. The center of
PR-LSAMP has been the revision of the
undergraduate SMET curriculum and the
incorporation of teaching strategiesthat have proven
successful inimproving student academic

POPULATION

According to National Science Foundation
data, 202,607 baccalaureate degrees were
awarded nationwide in 1997 in science,
mathematics and engineering fields. Of these,
11,187 were awarded to Latinos. Graduates
from PR-LSAMP institutions represented one-
fourth of the 11,187 degrees awarded to
Latinos that year. In the nine years that the
program has existed (1991-2000), PR-LSAMP
institutions have awarded a total of 23,525 BS
degrees in the different SMET disciplines. Of
these, 7,809 were in Life Sciences, 6,074 in
Engineering, 3192 in the core sciences
(Chemistry, Physics and Mathematics) and the
others in science related fields, such as

Computer Science. )

performance. Jointly with the curriculum revision,
PR-LSAMP offersdirect student servicesto
undergraduate students, such as mentoring and
research opportunities, to enhancetheir skills,
increasetheir motivation toremainin SMET careers
and strengthen their qualificationsfor graduate
studies.

Key Findings

Sincethe goal of PR-LSAMPistoincreasethe
effectiveness and efficiency of the undergraduate
SMET programs, evaluators measured: SMET
enrollment, SMET graduation rates, the Index of

Course Efficiency (i.e. the number of times students
must take a course to passit with at least a C) and
the number of BS graduates that go on to graduate
school and obtain aPh.D. inan SMET area.
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The magjor accomplishments of PR-LSAMP since
itsbeginning in academic year 1991-92 have been:

+ Participating ingtitutions nearly doubled their
enrollment in science, math, engineering and
technology fields, from 12,572in 1991 to
23,476 in 2000.

+ Thenumber of science, math, engineering and
technology BS degrees awarded by PR-LSAMP
institutions grew 62% (from 1,709in 1991 to
2,771in 2000).

+ Theaverage graduation rate at institutions of
the University of Puerto Rico System
increased from 48% to 62% in science. For
example, the graduation rate for engineering
at UPR-Mayaguez Campusincreased from
53% to 81%.

¢ From 1993-98, 17% (202 out of 1,169) of the
L atinos who obtained aPh.D. in anatural
sciencefigld, nationwide, received their
bachelor’s degree from aPR-LSAMP
institution.

¢ From 1993-98, 11% (37 out of 332) of the
Latinoswho obtained aPh.D. in engineering,
nationwide, received their bachel or’sdegreefrom
the University of Puerto Rico.

+ Thelndex of CourseEfficiency (ICE), which
measures the number of times studentson the
average must repeat acourseto obtaina
satisfactory grade, wasreducedinthemogt difficult
SMET courses, from an averageof 2.3t0 1.7.

To complement PR-L SAMP strategies, collegesand
universitieson theldand developed additional
strategiesto enhance student performancein SMET
courses. Thefollowing strategieshad documented
performance outcomes:

+ Professorsat Inter American University-Bayamon
devel oped Web pagesfor their courses and posted
information such asthe course syllabus, study
guides, exercisesand practiceexams. Asaresult,
student performanceincreased. When evaluators

Grade Distribution for Participants and Non-
Participants in Use of Web-Based Materials
in SMET Courses at UIA-Bayamun
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considered four pre-cal culus courses of about
30 students each, they found that, with the
innovation in place, 73% of studentsearned a
grade of C or better in pre-cal culus, compared
to 62% without theinnovationin place. In
Calculusl, the same comparison was 75% to
62%, in zool ogy 65% to 50% and in botany
74% to 62%.

University of Puerto Rico-Rio Piedras used PR-
L SAMP fundsto build ahigh-tech classroom
designed for active/cooperativelearning and
equipped with modern, audiovisual technology
that facilitated the visualization of abstract
concepts, aswell asgathering, analysisand
interpretation of data. The percentage of
students making Csor better in classes of 40
students held in the high-tech classroom
increased from 40% to 70% from 1995-2000.

University of Puerto Rico-Humacao
implemented aprogram to increase and retain
female studentsin its physics program. The
program offered first year female students
interested in physics: 1) academic andfinancia
assigtance; 2) achancetowork with femaerole
models, and 3) aseries of workshopsin the use
of scientificinstrumentsand tools. Female
enrollmentin physcs—whichhasthelowes femde
enrollment of al thesciences—increased by 42%.
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¢ Sixinstitutions areimplementing cooperative
learning in their SMET courses, and the grade
distribution for participantsis significantly
better than for non-participants. Asan
example, 78% of the students at UPR-Rio
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Piedrasenrolled in General Chemistry using
cooperative learning obtained an A, B or C,
while only 60% of studentsin traditional
course sections obtained similar results.

Program Components

The core of the PR-LSAMP Program has been the
transformation of the SMET undergraduate
curriculum by: 1) shifting the focusfrom breadth of
content to depth of understanding and 2)
incorporating teaching strategiesthat have proven
successful inimproving student performance. PR-
L SAMP and external funding sources supported
several teaching and curriculum enhancements,
including:

¢ A Study/Learning Skills Development Program
(attached to specific SMET courses).

+ Faculty and peer mentoring.
+ Undergraduate research experiences.

+ Pre-collegeto college and undergraduate to
graduatetransition programs (e.g. atwo week
residential program on aUniversity of Puerto
Rico campusfor high school studentsinterested
in SMET magjors).

+ AnSMET teacher preparation component.

+ Theuseof technology inthelearning process
(e.g. on-line courses, computer-based learning,
web-based materialsand el ectronic
laboratories).

+ Incorporation of activelearning strategiesin
SMET courses.

+ Establishment of learning communitiesat the
ingtitution.

+ Diverseassessment strategiesto test for depth
of understanding.

+ Mentoring and academic tutoring.
+ Integration of course and laboratory work.
+ Useof application-oriented textbooks.

+ Useof case studiesto integrate theory and
practice.

+ Development of instructional modules.

In addition to reforming course content and
classroom pedagogy, PR-L SAMP funds have been
used for direct student support. Undergraduate
SMET students have received stipendsfor:

+ Participationinresearch activities (an average
of 400 annual stipends).

+ Travel expensesto present research projects at
national forums.

¢ Academic excellence awards (178 stipends of
$800 each were awarded in 1999 alone to low-
income studentswho demonstrated high
academic performance).

¢ Serving asmentorsto other SMET students (103
students have served as peer mentors).

+  Peer tutoring in coursesimplementing
cooperativelearning.

American Youth Policy Forum



154

Contributing Factors

Project Administration

One of the contributing factorsto the success of
PR-L SAMP has been its coordination by the
Resource Center for Science and Engineering of
the University of Puerto Rico. By nature, the
Resource Center operates as a collaborative
network among the major institutions of higher
education in Puerto Rico, thus providing accessto
abroad pool of resources and promoting the
optimization of efforts. The Resource Center
forms partnerships with businesses and national
reform leadersto help PR-LSAMP institutions
develop educational strategies, objectivesand
benchmarks to measure program impact.

Network of Information Sharing

The Resource Center operates asavirtual
organization. The human resources needed to
achieveitsgoalsaredistributed among the diverse,
institutional settings, whilethe strategic planning,
coordination of effortsand communication, links
acrossinstitutional boundariesallow for the
orchestration of acoherent reform strategy. This
network isflexible and adaptsto the changing needs
of participating institutionsand faculty.

Education System Alignment

By workingwith all levelsand visualizing the
educational system asaK-16* continuum, the
Resource Center ensures that initiatives such as PR-
LSAMP build on other reform efforts, and that all
initiatives are harnessed into acoherent systemic
reform strategy. The Resource Center coordinates
other systemwide reform efforts at the K-12 level

Raising Minority Academic Achievement

(i.e. the Puerto Rico Statewide Systemic I nitiative)
and at the graduate level (i.e. the Experimental
Program to Stimulate Competitive Research
EPSCoR) of the educational pipeline. This
articulation of effortsalso allows PR-LSAMP
studentsand institutionsto gain accessto additional
funds for minoritiesin the science, math,
engineering and technology fields.

External Funding

The National Science Foundation requires cost-
sharing by participating institutions. For example, in
1999-2000, the Cooperative Agreement signed by
the University of Puerto Rico (theleading institution
in PR-LSAMP) and the National Science
Foundation required for that year a$2.29M
contribution from participating institutionsfor a
$1.2M award from NSF. Participating institutions
actively seek additional external fundsto strengthen
SMET education. In 1999-2000, atotal of $15.9M
was obtained from different funding sources (i.e.
USDE, NASA, NIH, USDOE) to develop and
implement educational strategiesto enhancethe
teaching/learning processat their ingtitutions.

Technology and Pedagogy
PR-L SAMP programs used technology in avariety
of waysto enhance student learning.

Mentoring

Peer and professional mentoring provided academic
support and role modelsfor Latino and/or first year
college students entering fieldsin which they are
historically under-represented.

Evaluator Comments
The evaluator noted that:

+ |nacademic year 1999-2000, the number of
baccalaureate degreesin SMET disciplines
awarded by PR-LSAMP institutionsremained
flat and did not continue the upward trend of
previousyears.

+  Although many faculty membersare
implementing new teaching strategiesin their
SMET coursesto improve student
performance, only afew professorsare
documenting performance outcomesin terms of
grade improvements or test scores of current
students under new teaching methologies—vs-
previous studentstaught with traditional
teaching methods.
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Although astudent tracking system was

devel oped by PR-L SAMP to obtain dataon
how many BS, SMET graduates, the results are
skewed toward studentswho remained in
Puerto Rico because of the difficulty in getting
responses from students who had moved to the
U.S. mainland.
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STUDY METHODOLOGY

The researcher used institutional and central
administration data, with partial use of data from
the new student tracking system. Student
achievement outcomes from PR-LSAMP
institutions are compared to related national
outcomes provided by the National Science
Foundation. Site visits and case studies
complemented the quantitative data used in the
study.

EVALUATION & PROGRAM FUNDING
The study was conducted by the University of
Puerto Rico Resource Center for Science and
Engineering as an annual requirement of the NSF
to evidence program achievements. The National
Science Foundation funds the PR-LSAMP
program, with participating institutions
contributing a significant share in institutional
funds. PR-LSAMP institutions actively seek
money from other federal and local government
agencies and from the private sector, specifically
local research and development companies.
Some of the sources of external funding are the
National Institutes of Health, the U.S. Department
of Education, other National Science Foundation
programs, NASA and the U.S. Department of
Energy.

GEOGRAPHIC AREAS

The administration of PR-LSAMP is
headquartered at the University of Puerto Rico
Resource Center for Science and Engineering,
located at the Rio Piedras Campus. PR-LSAMP
institutions are located across the Island in
Arecibo, Aguadilla, Bayamon, Cayey, Gurabo,
Humacao, Mayaguez, Ponce, Rio Piedras, San
German and San Juan.

CONTACT INFORMATION

Research Contacts

Dr. Ana C. Pinero

Associate Director

University of Puerto Rico

Resource Center for Science and Engineering
P.O. Box 23334

San Juan, PR 00931-3334

Phone: 787.764.8369 Fax: 787.756.7717
a_pinero@uprl.upr.clu.edu

Ana M. Feliciano,

Management Coordinator

Puerto Rico Louis Stokes

Alliance for Minority Participation

P.O. Box 23334

San Juan, PR 00931-3334

Phone: 787.765.5170 Fax: 787.756.7717
a_feliciano@acuprl.upr.clu.edu
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Note: The Puerto Rico Statewide Systemic Initiative is one
of eight SS nationwide projects currently funded by NSF.
In 1979, the NSF started the Experimental Program to
Simulate Competitive Research (EPSCOR) in response to
national concerns regarding inequitable geographic
distribution of research funding. Broadly put, EPSCoR's
mission is to improve the quality of science and increase the
ability of scientists in eligible states to compete successfully
for federal funds. For additional information on EPSCoR
please consult James Hoehn, Annual Report FY 2000:
Experimental Program to Stimulate Competitive Research.
August 2000. Arlington, VA. National Science Foundation.
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Sacramento START

A Summary of:

“Sacramento START: An Evaluation Report,
September 1996 — May 1997” (January 1998)

4 )
Focus

Early Childhood
v' Primary School

. . Middle School
Sacramento Nelghporhood Planning and . Secondary School
Development Services Department. By Judith Postsecondary
Lamare. v Extended Learning
o J
Overview ( )
POPULATION

Sacramento’s Students Today Achieving Resultsfor
Tomorrow (START) program is an after-school
academic enrichment program that provides asafe,
positivelearning environment for elementary school
studentsfrom low-incomefamilies. START was
founded in 1995 by the City of Sacramento to help
these students*“ succeed academically and socially”
and to “ connect neighborhoodswith schools” by
employing adultsfrom the community and students
parents as part-time, after-school instructors. At the
time of thisevaluation, START operated for two-
and-a-half hours aday four days aweek, and
students received homework assistance and help
with reading while al so participating in recreational
activities.

Currently, START spans 5 school districts in the
Sacramento metro area, and it enrolls over
7,000 students. At the time of the evaluation
(1996-97), there were 2,000 students in the
program: 87% of START students qualified for
free lunch, 83% belonged to racial or ethnic
minority groups and 58% came from homes
where English is not the primary language
spoken. The Natomas School District’'s sample
was composed of 46 students from second
through fifth grades, the North Sacramento
School District includes 105 third through sixth
grade students and Sacramento City Unified
School District had 653 third through sixth
grade students. Approximately three-quarters
of the students began the program scoring
below the 50™ percentile in reading and math
proficiency. Parents or community members
\made up 73% of START staff.

Key Findings
The evaluator used various standardized test scores
from the different START schoolsand districts,

reporting the datain Normal Curve Equivalent
(NCE) scores, based on national test performance.

In the three districts evaluated, more than half of
START students showed improvement in NCE
scores:

+ START studentsin the Sacramento City Unified
School District (SCUSD) improved an average
5.4 NCE points.

¢ START studentsin the North Sacramento
School District (NSSD) improved an average of
4.6 NCE points.

+ START studentsin the Natomas School District
(NSD) improved an average of 4 NCE points.

START had the greatest impact on students who
began the program in the lowest quartile of
standardized reading test scores. In SCUSD, 83%

of START students who began the program in the
lowest quartileimproved on average 22 NCE points
inthird and fourth grades and 15 NCE pointsin fifth
and sixth grades.
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Compared to students scoring inthelowest quartileon
standardized test scoreswho did not participatein
START, evauators found that START studentswith
similar academic achievement in SCUSD improved an
average of 3.5 NCE points more than their non-
START peers.

Students who stuck with START for a semester
or more benefited the most from the program.
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Those who spent afull year in the program
improved an average of 6 NCE points. However,
the evaluator noted that many students did not
stay in the program for that long. The average
program dropout ratein the first six months was
32%. Though the population served by START is
highly mobile, thiswas not the only reason for
the dropout rate, considering that only 14% of the
students who left START had moved.

Program Components

For nine hours aweek, START staff and volunteers
provide homework assistance, literacy training and
other academic enrichment activitiesto more than
100 students at each school site. Key components
of the program include:

+ Themajority of volunteersand paid staff are
parents of students or adultswho liveinthe
same communities asthe students they teach.

¢ Themajority of START sites have a student-to-
staff ratio no greater than 20:1. The program

directorsarestriving to recruit more volunteers
to achievearatio of 10:1.

+ Program directorsreceiveregular reportson
evaluation dataand analysis so that they can
reviseintervention strategies.

During 1996-97, START sfirst full year of
operation, the program had abudget of $934,000,
which amounted to acost of $3.50 per child, per day.
Parents and community members, who worked as
staff, earned over haf amillion dollarsfor their time.

Contributing Factors

School/Program Collaboration

Communication and collaboration between START
directorsand school administratorswascrucial to
the success of the program. START had to work
with schoolsespecialy in aligning the academic
training of staff and thelearning goals of studentsin
the program.

Extended Learning

By providing asafe and fun learning environment
after school, the START program offered an
alternative avenue of academic enrichment for
minority and low-income students.

Community | nvolvement

START consciously worked to involve members of
the community in itsafter-school program, hiring
nearly three-quarters of its staff from neighborhoods
surrounding the el ementary schoolswherethe
program was held.

Student Commitment and Attendance

The evaluator noted that the longer students
participated in the program, the greater an impact
START had on their academic achievement. Since
thiswasthefirst full year of program
implementation, the evaluator al so recommended
that further evaluation was needed once START
stabilized.

Professional Devel opment

The evaluator felt that START needed to improve
staff training procedures by providing volunteer
participation goal s and monitoring volunteer
progress aswell asplacing increased emphasison
the academic support component of staff work.
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( N\
STUDY METHODOLOGY five school districts and numerous corporations,
Evaluators analyzed school data for students in foundations and individuals.
grades 3 through 6 who attended the program.
Only students with test scores in the Fall 1996 GEOGRAPHIC AREAS
and Spring 1997 were incorporated in the Sacramento, California: Sacramento City Unified
research. The school districts recorded student School District, North Sacramento School
achievement on a range of standardized tests District, Natomas School District, Del Paso
including the California Achievement Test (CAT) School District and Elk Grove School District.
and the Sacramento Achievement Levels Test
(SALT). Scores were translated in Normal Curve CONTACT INFORMATION
Equivalency (NCE), an equal interval scale that Research Contacts
indicates variations in academic growth (NCE is Judith Lamare, PhD
zero for a normal growth). Three out of the five 1823 11th St.
school districts that have implemented START Sacramento, CA 95814
provided test score data; four of twenty START Phone: 916.447.4956 Fax: 916.447.8689
schools did not provide data. Since the City judelam@earthlink.net
initiated the project and the evaluation, school
districts covered in the study were those within Program Contact
the jurisdiction of the City of Sacramento. Andria Fletcher, Program Director

Sacramento START

EVALUATION & PROGRAM FUNDING 6005 Folsom Boulevard
The City of Sacramento funded the evaluation. Sacramento, California 95819
The START program is funded by a public/private  Phone: 916.277.6115. Fax: 916.277.6074
partnership that included the City of Sacramento, = www.sacto.org/recreation/sacstart.htm y
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Sponsor-A-Scholar

A Summary of:

“Sponsor-A-Scholar: Long-Term Impacts of
a Youth Mentoring Program on Student

Performance” (December 1999) Mathematica
Policy Research. By Amy Johnson.

4 )
Focus

Early Childhood
Primary School
Middle School
v' Secondary School
v'  Postsecondary

Extended Learning
_ J

Overview

Philadel phia' s Sponsor-A-Scholar (SAS) program,
launched in 1990, was built on theideathat a

rel ationship with acaring adult can spur
disadvantaged youth to achievein high school and
continue on to postsecondary education. The
program matches at-risk youth with mentorswho
stay with them five years—from ninth grade
through their freshman college year. The mentoring
relationship isaformal onethat stresses academic
goals, and it is buttressed with other supports such
astutoring, college visitsand assistance with college
application or financial aid processes. Mentors
undergo formal, one-day training and SAS
representatives regularly monitor the student-mentor
relationship. SASalso providesfinancial assistance
to help students pay for college.

Kinterest (but not by race/ethnicity).

POPULATION

SAS serves more than 500 low-income
students with average grades (B-C range) from
Philadelphia public high schools. The evaluation
used longitudinal data on a sample of 434
students from the Philadelphia public high
school graduating classes of 1994, 1995, 1996
and 1997. Of those, 180 students participated
in SAS, and the remaining students were drawn
from a matched comparison group. Of the
evaluated SAS students, 76% were African
American, 10% Latino, 7% Asian and 7%
white. Some SAS students are nominated by
teachers and counselors at their middle schools
while others are nominated by high school

staff. SAS targets students who exhibit
evidence of motivation through participation in
extracurricular activities, good attendance,
completion of program forms clearly and on
time and an expressed interest in participating
in the program and working toward the goal of
college attendance. Adult mentors are
volunteers from the greater Philadelphia area
matched with students by gender and areas of

J

Key Findings

The evaluator considered the program’s effect on
GPA, rates of college attendance, and attendancein
college preparation activities, aswell asqualitative
information from interviewswith students and
mentors.

+ SASdgudentshad ahigher average GPA thanthe
comparison group (78.8 vs. 77 for tenth graders
and 78.1 vs. 76.2 for eleventh graders),

differencesthat were significant at the .05 level.
However, no differences were found for twelth
graders.

SAS participantshad significantly higher rates
of college attendancein each of thefirst two
years after high school (85% vs. 64%, and 73%
vs. 56%, respectively).
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+ Theprogramismorelikely to help students
who have lower academic achievement than
higher achievers. Researchers compared
studentswith low ninth grade GPAswho
attended the program with those who did not
attend on thefoll owing measures: tenth-grade
GPA, eleventh-grade GPA and first-year and
second-year college attendance. Low ninth-grade
GPA studentswho attended SASdid significantly
better on all the measures (comparisonswere
sgnificant at the .05and .01 levels).

+ Mentor behaviors, such asfrequent
communication and getting to know astudent’s

“ Mentoring requires an intense commitment
that goes well beyond incidental and sporadic
encounter s between mentors and students.”

— Amy Johnson, eval uator

“ A mentoring program that stresses academic
goals can improve high school and college
outcomes.”

— Amy Johnson, eval uator

family significantly, affect student performance.
Students whose mentors contacted them most
often (at least once aweek) did significantly
better on tenth-grade GPA, eleventh-grade GPA,
firs-year college attendance, second-year college
attendance and collegeretention (comparisons
weresignificant at the.05and .01 levels).

The strength of mentor-student rel ationships
varied widely, reported the eval uator, with 33%
of mentors saying they had astrong relationship
with their student, 35% saying they had a
moderate rel ationship and 33% saying they had
awesak relationship.

Program Components

SAS mentoring serviceswere delivered to students
primarily at their schoolson aone-to-one or small
group basis. Mentors and students met monthly and
stayed in contact by phone between meetings.
Mentors monitored the student’ s academic progress,
helped with financial aid and college application
processes, contacted program staff on aregular
basisto discussthe evolving rel ationship with and
progress of the student and participated in program
events. Fostering individual relationships between
the students and their mentors wasthe primary
function of SAS, and thefollowing program
componentsfurther defined or supported this
relationship:

+ A formal commitment wasaffirmed by signing a
statement of intent in which the student agreed
to comply with numerousresponsibilities
associated with participation: maintaining regular
attendance in school, earning grades of C or
above, asking for academic support when
needed, keeping appoi ntmentswith the mentor,
communicating regularly by telephonewith the
mentor and program staff, attending program
events, enrolling in college preparatory courses
and sharing each report card.

Mentor training wasoffered at aninitia orientation
session. Then, mentorswere contacted monthly
by program staff to assessand devel op strategies
for each relationship’sprogress. Mentorsaso
participated periodically at mentor roundtablesand
received aregular newdetter.

A part-time coordinator wasemployed by SASto
work with groups of 30 student-mentor pairsto
foster effective student-mentor relationshipsby
mai ntai ning monthly contact with both the sudent
and the mentor and monitoring the progress of the
relationship.

Academic support servicesoffered by SAS
included tutoring assignments, SAT prep classes,
workshopson study skillsand summer
opportunities. Inaddition, sudentswere offered
workshopson obtaining financia aid, selectinga
college, the application processand other related
topics.

Financia assistance— totaling $6,000— was
offered to SA S studentswho attended college.
The money was provided by the mentor or by
companies/organi zationsthat donated thefunds.
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Contributing Factors

High-Quality Mentoring Relationship

SA Srecognized theimportance of mentoring asan
intensive commitment that went well beyond
incidental and sporadic encounters between mentor
and student. Mentors were expected to build a
relationship based on mutual respect and trust and
to work with students’ familiesto nurturethe
students’ potential. Asone mentor said, therewas
no “magic formula” to mentoring.

Constant Emphasis on Academics

“A constant emphasis on academic skillsreinforces
the commitment of all parties— students, mentors
and staff —to the primary goal of increasing college
attendance,” noted the evaluator.

161

Sustainable Growth

The evaluator believed that, in any community, only
alimited number of adultswere capable of
establishing effective mentor relationships. “ A
program should not sacrifice quality —and
potentially significant impacts—for quantity in
number of participants,” the evaluator noted.

Family Support and Student Motivation

Although studentsfrom familiesthat provided

strong support —independent of SA S participation—
did significantly better than others on anumber of
outcome measures, SAS participation significantly
improved outcomes among studentswhosefamilies
provided low and moderate | evels of support.
Evaluatorsfound that SAS similarly benefited
studentswith the lowest levels of motivation and the
lowest GPAs asthey entered the SAS program.

STUDY METHODOLOGY

The study was conducted over a 4-year period,
from 1993 to 1997 and included four cohorts of
Sponsor-A-Scholar students (high school
graduating classes of 1994 through 1997). The
comparison group was selected by matching
each SAS participant with two non-SAS students
of the same race, gender and school attended.
The comparison group was also matched for
academic achievement by selecting the two
demographically comparable students whose
GPAs were closest (one higher, one lower) to that
of the matched SAS student. Two variables on
which students could not be matched were
income eligibility and motivation for pursuing a
college career. Given the high percentage of
students from low-income families in the city’s
public schools, the evaluator explained, there is a
high likelihood that most comparison students
also fit the SAS program income criteria.

EVALUATION & PROGRAM FUNDING
The evaluation was funded by The
Commonwealth Fund. SAS is funded and
operated by the nonprofit organization,

Philadelphia Futures, the education affiliate of the
Greater Philadelphia Urban Affairs Coalition. The
annual operating cost of SAS was estimated at
$365,429.

GEOGRAPHIC AREAS
SAS serves the Philadelphia public schools.

CONTACT INFORMATION
Research Contacts

Amy Johnson

Mathematica Policy Research

PO Box 2393

Princeton, NJ 08543

Phone: 609.936.2714 Fax: 609.799.0005

ajohnson@mathematica-mpr.com

Program Contact

Joyce Mantell, Director

Sponsor-A-Scholar Program (SAS)

230 South Broad Street, 7th Floor
Philadelphia, PA 19147

Phone: 215.790.1666x13 Fax: 215.790.1888

joycemantell@philadelphiafutures.org
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Success for All

A Summary of:

“Effects of Success for All on TAAS
Reading Scores: A Texas Statewide

4 )
Focus

v'  Early Childhood
v' Primary School

PR . Middle School
Evaluation.” Phi Dglta Kappan (June 2001), 82 Secondary School
(10): 750-756. By Eric A. Hurley, Anne Postsecondary
Chamberlain, Robert E. Slavin, and Nancy A. Extended Learning
Madden. - -
Overview 4 0
POPULATION

Begun in Baltimorein the 1987/88 school year,
Successfor All (SFA) isaprogram designed to help
all studentsachieveand retain highreading levelsin
primary education. SFA focuseson reading for
ninety minutesaday, using both phonicsand
meaning-oriented approachesin acurriculum of
story discussion, vocabulary, oral skillsand
comprehension that progresses through a set
sequence of reading materials. Thereading
curriculum couples one-on-one tutoring with
reduced class size and regrouping across gradesinto
homogenousreading level classes. Student groups
arereassessed and reassigned every eight weeks.
Attempts are a so made to integrate parentsinto the
reading process at home and in the school. The
study summarized hereisonly one of many
published evaluations of SFA.

Almost all of the 111 schools that have
implemented SFA in Texas are Title |
schoolwide projects in high poverty areas.
These schools served a total of 60,000

children. The data in this evaluation focuses on
reading scores for students in third through fifth
grades. On average, 85% of the children in
SFA schools are designated economically
disadvantaged (the state average is 45%). SFA
schools also have more minority students when
compared to the state average. Of the SFA
students, 25% are African American, 62%
Latino and 13% white (state averages are 14%
African American, 35% Latino and 47% white).
Students with limited English proficiency are
also over-represented in SFA schools (27% vs.
12% statewide). Nationally, more than 1,800
schools in 48 states have implemented SFA.
Schools in Australia, Canada, England, Israel
and Mexico have adopted variations of the
program as well.

Key Findings
Researchers compared gainsin the percentage of
students meeting the TAAS reading competency

from the year before program implementation to
1998 and found that:

+ Overal, SFA schoolshad greater gainsthan
schoolsthroughout Texas, and gainsincreased
with each additional year of the program
implementation. For instance, in schoolswith
oneyear of implementation, the percentage of

students passing the test increased 9.8%,
compared to a5.2% increase statewide.
Schoolswith four years of implementation
gained 18.8%, compared to 11% statewide.

+ For African American studentsin SFA schooals,
the gainswere 5.62 percentage points greater
than thosein control schools. For instance, in
schoolswith oneyear of SFA implementation,
12.3% more African Americans passed thetest,
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compared to 8.4% more for African
Americansin statewide schools. For schools
with four years of implementation, the gains

for African Americanswere 22.7%, compared

to 17% for African Americansin statewide
schools.

+ Inaddition, the score gap between African
American and white studentsin SFA schools
significantly narrowed. At the pretest, African
American studentsin the 1995 cohort trailed
white students by 24.6%, while at the post-test
(1998) the gap was 6.4%. For African
Americans statewide, the gap was 13.8%.

+ Latino studentsin SFA schoolsalso showed
satigticaly sgnificant gainsinrelationto statewide
Latinos. For one-year SFA schooals, the
percentage of L atinospassing thetest increased by
12.2%, compared to 7.6% statewide. Latinosin
four-year schoolsgained 18.2% compared to the
13.4%gainfor statewideL atinos.

* White students showed the same trends, with
studentsin SFA school s gaining morethan other
white students, but the difference, when
analyzed at the school level, wasnot statistically
significant. White studentsin thefour-year
cohort gained 19%, whilethosein the state asa
wholegained 13%.

Program Components

+ InSuccessfor All, studentslearn with same-age
peers for the majority of the day, but they break

into cross-grade groups, by reading level, for
ninety-minute classes. Teachersand tutorscan
theninstruct at the appropriate level s without
stigmatizing studentswith “all day tracking.”
Reeval uation of group assignments every
eight weeks also avoidstracking stigma.

¢ SFA beginsin kindergarten with an
introduction to letters and letter sounds
through, for instance, interaction with a
puppet named “ Alphie” who teachesthe
students aletter of the day. The “Reading
Roots” program emphasizes phonetically

decodabletext, partner reading, creative
writing, comprehension instruction and
cooperativelearning.

¢ The SFA program continuesthrough thefifth
grade, offering increasingly difficult reading,
discussion and comprehension assignmentsas
the students' reading levelsrise. Emphasisison
cooperativelearning, meta-cognitive skills,
comprehension and writing.

+ SFA costsapproximately $160 per student in
thefirst year and $60 thereafter. Most schools
pay for the program with Title | funds, often
supplemented with CSRD grants.

Contributing Factors

Staff Development and Model Fidelity

A program facilitator worksin all of thesitesto
ensure accurate implementation of the SFA
design. Three-day summer training sessions and
continued on-site staff training during the year
further support program implementation.
Teachersreceive detailed manuals and reading
lists. Whilethis contributes to successful
replication of the model, some teachersfind the
structure of SFA restrictive.

Individual Tutoring

Each SFA program evaluated had atutoring
component, with one-on-one tutoring lasting
twenty minutesaday. SFA focuses tutoring
initiativeson first graders having difficulty
reading, but it providestutoring for other students
aswell.
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Parent | nvolvement

In some SFA sites parents participate on the
program advisory board or as classroom volunteers.
A family support team teaches parentsto help their
children read with “ Raising Readers” (or “ Creando
Lectores’) programsand provides support for

students with health or family problems. The
family support team includesthe school’s Titlel
parent liaison, vice-principal (if any), counselor (if
any), program facilitator and other appropriate
school staff.

-
STUDY METHODOLOGY
The evaluators reviewed statewide data from the
Texas Assessment of Academic Skills (TAAS),
including all schools that had begun the program
from 1994 to 1997 (111 schools). They compare
reading score gains in the TAAS from the year
pre-SFA to 1998 (in 1999 the state significantly
changed the TAAS administration making
comparisons with earlier data unreliable). SFA
schools were also compared to all schools in the
state. Effect sizes are given to all comparisons
and vary between +0.17 (gains for white
students) to +0.59 (overall gains). A +0.25 effect
size is a moderate effect. The data is aggregate
for the state, although researchers observe large
variations among SFA schools.

EVALUATION & PROGRAM FUNDING
In 2001, SFA programs were located in 1,800
schools in 48 states and variations of the program
had been implemented in Australia, Canada,
Israel and Mexico. This study focuses on Texas
schools.

GEOGRAPHIC AREAS
\SAS serves the Philadelphia public schools.

CONTACT INFORMATION
Research and Program Contacts
Robert E. Slavin

Center for Research on the Education of
Students Placed at Risk (CRESPAR)
Johns Hopkins University

200 W. Towsontown Blvd.

Baltimore MD 21204

Phone: 410.616.2310 Fax: 410.324.4440
www.successforall.net

Nancy A. Madden

Success for All Foundation

200 West Towsontown Blvd.

Baltimore, MD 21204-5200

Phone: 800.548.4998 Fax: 410.324.4440
www.successforall.net/

Anne Chamberlain

Success for All Foundation

200 West Towsontown Blvd.

Baltimore, MD 21204-5200

Phone: 800.548.4998 Fax: 410.324.4440
www.successforall.net/
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Texas District-Wide Initiatives
A Summary of:
“Equity-Driven Achievement-Focused ( Eocls h
School Districts: A Report on Systemic . Ea_trly Chldf;]oo?
School Success in Four Texas School el Ay
Districts Serving Diverse Student v Secondary School
Populations” (September 2000) University of Eiféﬁgggnfea;ynmg
Texas at Austin. By Linda Skrla, James Scheurich _ )
and Joseph Johnson, Jr.
Overview e 0

POPULATION

In 1999, four Texas school districts— Aldine,
Brazosport, San Benito and WichitaFalls— were
selected for study by the evaluators because they
had brought about widespread academic successfor
children from low income homes and children of
color. Researchersfound five common themes
among thedistricts. First, Texas developed a State
Context of Accountability for achievement and
equity, making achange from input-driven
accountability to results-driven accountability. The
change required school sto get aspecific percentage
of studentsto pass a state assessment of reading,
writing and mathematics skillsin order to maintain
state accreditation. Second, Local Equity Catalysts
pressured the district into improving. These
catalystsincluded revitalized federal desegregation
orders, monitorsassigned to the districts by the
state dueto dysfunctional district governance and
local activistsor community groups concerned
about accountability dataevidence of inequitable
student achievement. Third, the Ethical Response
of Digtrict Leadershipinvolved district leaders
deciding to develop adistrict in which all student
groups achieveat highlevels. Fourth, District
Transformation involved changing teaching and
learning practicesin the classroom. Finally, an

Aldine: Of 49,453 students in 56 schools in
1999, 36% were African American, 47% were
Latino, and 14% were white. Seventy-one
percent were low-income.

Brazosport: Of 13,247 students in 19 schools,
9% were African American, 33% were Latino,
and 56% were white. Thirty-nine percent were
low-income.

San Benito: Of 8,697 students in 17 schools,
0% were African American, 97% were Latino
and 3% were white. Eighty-seven percent were
low-income.

Wichita Falls: Of 15,293 students in 31
schools, 16% were African American, 18%
were Latino, and 63% were white. Forty-six

percent were low-income. J

attitude of “Everyday Equity” was adopted and
profoundly changed many educators' outlooks. Asa
result of devel oping reform along thesefive
common themes, al four districts demonstrated
what evaluatorscalled “impressivegains’ inpassing
ratesfor all student groupson all TAAS tests over
six years.
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Key Findings

Aldine: Between 1994-99, the percentage of African
American students passing all TAAStestsincreased,
on average, 35.6% (from 36.9% to 72.5%). The
percentage of Latino students passing thetests
increased 31% (from 48.9% to 79.5%). For whites,
the increase was 19% (from 67.7% to 87.4%).

Brazosport: In the sametime period, theincreasein
percentage of African American studentspassing the
TAAS tests was 40.3% (from 42.9% to 83.2%), and
31% for Latinos (52% to 88.1%). Theincrease for
white students was 19% (from 76.8% to 95.8%).

San Benito: The percentage of L atinos passing the
tests was 33.9% (from 45% to 89.6%), while for
whites the increase was 25.3% (from 64.3% to
89.6%). (In 1999, thedistrict had no African
American students).

WichitaFalls: Increasesinthe TAASwere 37.9%
for African American students (from 29% to
66.9%), 41.7% for Latinos (from 35.9% to 77.6%)
and 25.3% for whites (from 64.5 to 87.8%).

Increases in attendance rates from 1994 to 1999
were 0.8% for Aldine (95.1% in 1999), 1.2% for

Raising Minority Academic Achievement

TAAS Score Increases by Race, Ethnicity,
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Brazosport (96.2%), 1.2% for San Benito (95.3%)
and 1.1% for Wichita (95.9%).

For the State of Texas, average increasesin passing
ratesfor all TAAStestsfrom 1994 to 1999 were:
30.7% for African Americans, 29% for Latinosand
18.5% for white students. Attendance rates
increased 0.4% inthisperiod.

Program Components

Program componentsin each district wererelated to
the five themes described in the Overview above.

+ First, the Context of Accountability required
schoolsto get the same percentage of students
from each racial and income group to passthe
assessment, in order to maintain state
accreditation.

+ Second, Local Equity Catalysts had a better
range of dataavailableto them than ever
before. For thefour districts, examples of local
catalystswerethe general public, newspapers,
parents, federal judges, community activists,
job seekers, local business people and
competing schoolg/districts. Districtswere
required to report achievement datato L ocal
Equity Catalysts.

+ Third, the Ethical Response of District
Leadershipinvolved district leaders not just
crunching numbers, but adopting amoral
philosophy and agoal of making all students
and teachers believe they could succeed.

+ Fourth, District Transformation involved the
strategy of proactive redundancy, or devel oping
multiple waysto reach the samelearning goal .
For example, if adistrict wanted to ensure that
teacherswere being successful with the children
intheir classes, it might have required principals
tovisit classesweekly to examineteaching. In
addition, adistrict might haveimplemented
targeted, monthly testing of some sort to check
whether childrenwerelearning. Thisprovided two
focused processesto ensure that the specific goal —
teachers' successwith students—was met.
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+ Findly, thedistrictsreached an attitude of
Everyday Equity when their high expectations
snowballed. For example, asTAAS scoresrose,
districtsreported that more students began
taking advanced placement courses.
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Contributing Factors

Onsite Technical Assistance

Thedistricts provided peer review teamswho gave
support and onsite technical assistancetolow-
performing schools. Schoolsthat needed help
monitoring or ng dataal so received technical
assistance.

Common Sense of Mission

Evaluatorsreported that teachers, principal sand
support personnel in all four districts shared a
common sense of mission, and that mission
statements were backed by atrue sense of
commitment. Within each district, evaluators
found, what they called, “aremarkable consistency”
in messages about academic achievement goals
transmitted to educators, parents, students and
community members.

Information Sharing

“InWichitaFalls, awebsiteavailableto al staff was
created for each specific aspect of the state tests,
and thiswasintegrated with potential test questions
and exemplary waysto teach the specific skill,”
noted the evaluators. In all four districts, staff

devel opment was based largely around information
sharing— whether online, person-to-person or
documented in published resources— about
instructional practices.

Standards-Based Curriculum
Instructional practiceswererevised based on specific
learning goalsin core subjectsfor each grade.

Evaluation

Reform leaders carefully studied dataand other
measurabl e outcomes to determine how well school-
wide changeswereworking.

~
STUDY METHODOLOGY GEOGRAPHIC AREAS
TAAS data is taken from the state database. To The school districts were located in Texas. Aldine
understand the changes that have occurred in the s in the northwest Houston metropolitan area,
districts, a team of six researchers made two, Brazosport is located on the Texas Gulf Coast,
three-day visits to the Aldine, San Benito and San Benito is in the Rio Grande Valley area and
Wichita Falls districts. A single, three-day visit Wichita Falls is in northwest Texas.
was made to Brazosport since this district had
been part of an earlier pilot study. While in the CONTACT INFORMATION
districts, researchers interviewed board Research Contacts
members, superintendents, central office staff, Linda Skrla
principals, teachers, parents, community Educational Administration and Human
members and business leaders. Resources Development Department

4226 TAMU
EVALUATION & PROGRAM FUNDING Texas A & M University
The evaluation was funded by the Sid W. College Station, TX 77843-4226
Richardson Foundation. The school districts Phone: 979.862.4198
funded the reform efforts, with low-achieving Iskrla@tamu.edu
schools receiving extra funds or special technical
assistance on an as-needed basis to implement
reform.

J
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Tribal Colleges

A Summary of:

“Building Strong Communities: Tribal
Colleges as Engaged Institutions” (May
2001) American Indian Higher Education
Consortium (AIHEC) and the Institute for Higher
Education Policy (IHEP) and the American Indian
College Fund. By Alisa Federico Cunningham and
Christina Redmond.

“Creating Role Models for Change: A

Survey of Tribal College Graduates” (May
2000) AIHEC, IHEP, and the American Indian
College Fund. By Alisa Federico Cunningham and
Kenneth E. Redd.

“Tribal College Contributions to Local

Fund. By Alisa Federico Cunningham, Veronica
Gonzales, James Merisotis, Eileen O'Brien, et al.

“Tribal Colleges: An Introduction” (February
1999) AIHEC, IHEP, and the American Indian
College Fund. By Alisa Federico Cunningham,
Veronica Gonzales, James Merisotis, Eileen
O’Brien, et al.

Focus
Early Childhood
Primary School
Middle School
Secondary School
v'  Postsecondary
Extended Learning

S Y,
Economic Development” (February 2000)
AIHEC, IHEP, and the American Indian College
Overview 4 A
POPULATION

Thefirst Tribal Collegeswere set up inthelate-
1960sin the wake of the civil rights movement, and
the American Indian “ self-determination”
movement, as away to increase access to higher
education for youth growing up on reservations.
Tribal Collegeshave adual education philosophy
that combinesinstruction in Native American
language, history and culturewith ageneral
curriculum of English literature, mathematics,
science and technology. The collegesarelocated
primarily on rural reservations, so they can better
serve Native American students and communities.
A primary goal of Tribal Collegesisto provide
higher education for Native American students
without forcing assimilation into mainstream white
culture. Although each institution hasaunique
history, every Tribal College began asatwo-year
institution with open admissions policies. Today,
several Tribal Collegesoffer four-year degrees, and
afew offer graduate degrees, but the majority
remain two-year institutionsfocusing on certificate

Most Tribal Colleges serve small student bodies,
predominantly Native Americans living on
reservations. In 1996, 61% of the students
enrolled in Tribal Colleges were Native
Americans. In the fall of that year, 10,234
Native American students enrolled in American
tribal colleges compared with 131,902 Native
American students in non-tribal institutions of
higher education. More nontraditional students
attend Tribal Colleges than mainstream
colleges. Age, family obligations and poverty
are some of the factors that make college
completion difficult for those students. The
average age of students at Tribal Colleges is
31.5 years old compared to an average age of
18-24 years old for traditional college students.
About 85% of Tribal College students live at or
below the poverty line. Half of Tribal College
students attend part-time and 64% are women.

and associate degree programs. Thereare 32 Tribal
Collegesinthe U.S. and thereisonein Canada.
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Key Findings

Sixteen Tribal Collegesreported completion rates
for the 1996-1997 school year. These colleges
conferred 936 degrees, including 409 associate’'s
degrees, 58 bachelor’sdegreesand 2 master’s
degrees. Eighty-four percent of these graduates
were Native Americans and 67% werewomen. In
1996, Tribal Collegesawarded 19% of the Thirty-two percent were attending collegefor a
associate'sdegreesand 10% of all certificates bachelor’sdegree.

awarded to Native Americans.

“If it weren’t for Snte Gleska | would still be

ignorant of my Lakota culture. Thisis perhaps

the strongest aspect of Tribal Colleges.”
—Graduate, Sinte GleskaUniversity

*

+ Nineteen percent wereworking part-time

In the mid-1990s, the Native American outside of the home.

unemployment rate on reservations served by Tribal

Collegeswas 42%, compared to anational + Nine percent were neither working nor attending
unemployment rate of approximately 6%. The college.

unemployment ratefor Tribal College graduatesis

lower than the rate for reservationsasawhole,and ¢ Threepercent were self-employed.

the vast majority of these graduates have stayed on

thereservations. Evaluatorscollected employment ~ Many alumni were both working and attending four-
snapshots of the reservationsin the table bel ow. year colleges.

In 1999, the evaluators conducted asurvey of 242  Theaverage annual salary of employed survey
Tribal Collegeaumni, most of whom hadreceived  respondentswas $15,683 in 1999. Although thereis
an associate’ sdegree, oneyear after graduation. Of  no comparable dataon the average salary for all

the Tribal College alumni surveyed: employed reservation residents, the average per
capitaincomeon Tribal Collegereservations
+  Fifty-four percent wereworking full-time (%4,665 in 1990) offers someindication of how
outside of the home. difficultitisto makealiving wageon thereservations.
4 )
Tribal College Alumni Unemployment vs. Reservation Unemployment
Tribal College | Alumni |  Reservation | AllResidents
Salish Kootenai College 14% ‘ Flathead Res. (MT) 20%
Stone Child Community College 15% Rocky Boy Res. (MT) 72%
Turtle Mountain Community College 13% Turtle Mountain Res. (ND) 45%
(. J
Program Components
Cultural studies, community service, internshipsand instance, Bay Mills Community Collegein
businesstraining are key components of the Tribal Montanaoffersatribal literature classonly in
Collegecurricula the winter, because the stories are to be told
only when snow ison the ground. These
+ TheTribal Collegesoffer coursesintribal colleges also serve asthe primary repositories of
languages, literature and other subjects archival materialsontribal history and culture.

reflecting Native American culture. Without

these classestraditiona tribal languages might + Intermsof community service, 22 Tribal
disappear. Courses are taught in waysthat Collegesoffered adult basic education, remedial
respect Native American cultura traditions. For courses or high school equivalency programsto
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residentsin the surrounding community. North
Dakota' s Sitting Bull Community College, for
example, runsamobile classroomto servethe
outlying areas of thereservation. Similarly,
Cdlifornia sD-Q University hasan American
Indian Young Scholars Program that provides
academic preparation, research experience and
support servicesto Native American high school
studentsinterested in pursuing science careers.

+ Tribal College professorswork with local
employersto align curriculawith the career
optionsavailablefor graduates. Employerswork
through the Tribal Collegesto provide students
withinternshipsinlocal businesses. Tribal

4 N
“During my years attending a Tribal College, |

received a lot more help than | would have if
I'd attended a university. | feel that the Tribal
College has given me the experience and
ability to be a successful student.”

—Graduate, Dull Knife Memorial College

Raising Minority Academic Achievement

-

“ Attending a tribal college gave me the
courage to go back to school. The small
classes and personal relationship with the
teachers and professors made me want to give
school a chance again. | will never forget the
two years | spent at Fort Peck Community
College.”

(& )

—Graduate, Fort Peck Community Call ege/

Collegesa so offer business courses, leadership
devel opment workshops and technical
assistance at small business centersto support
Native American entrepreneurship.

¢ Through partnershipswithlocal schoolsand
federal TRIO programs, Tribal Colleges
facilitate thetransition from high school to
postsecondary education for Native American
students. Sixty percent of Tribal Collegeshave
articulation agreementswith local high schools.
Three Tribal Collegesrun Talent Search
programs, 6 run Upward Bound programs, and
14 offer Student Support Services.

Contributing Factors

Faculty/Staff RoleModels

The Tribal Colleges make aconsciouseffort to hire
and retain Native American faculty and staff who
can serve asrole modelsfor their students. In
1995, 30% of full-timefaculty and 79% of full-time
steff at Tribal Collegeswere Native Americans. In
contrast, lessthan 1% of faculty and staff at all
public collegesand universitieswere Native
Americans.

Student Services

To meet the needs of nontraditional or
disadvantaged students, Tribal Collegesoffer a
range of services such asday-care, nutrition,
counseling and substance abuse.

Facilitiesand Funding

Despitefundraising effortsby the American Indian
College Fund and funding from the departments of
Education and the Interior, Tribal Collegesstruggle
with fundsfor facilities, maintenance and faculty
salaries. Inthe 1997-98 school year, the average
faculty salary at Tribal Collegeswas $30,241
compared to $45,919 at two-year mainstream
institutionsand $52,335 at all publicinstitutionsin
the United States. In 1994, 30 Tribal Colleges
gained status and funding asland-grant colleges.
Thisgreatly increased federal funding, but
evaluators estimated that “together, the 30 land-
grant Tribal Collegesreceive approximately the
same funding through land-grant related
appropriations[as] one state |land-grant university.”
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STUDY METHODOLOGY

The evaluators collected quantitative and
qualitative information about the effect of Tribal
Colleges on Native American achievement by
interviewing Tribal College faculty and
administrators and by surveying Tribal College
alumni one year after graduation. Evaluators
mailed the survey to 965 alumni and received 242
responses. The demographics of respondents
varied only slightly from the demographics of
Tribal College students collected by the colleges
themselves and by the U.S. Department of
Education. Evaluators used comparative data
from the U.S. Department of Education, the
Bureau of Indian Affairs and other federal
agencies and departments.

EVALUATION & PROGRAM FUNDING
Support for this study came from the American
Indian Higher Education Consortium, the Institute
for Higher Education Policy, the American Indian
College Fund, the Pew Charitable Trusts and the
US Department of Health and Human Services’
Administration for Native Americans. The Sallie
Mae Education Institute co-sponsored the Alumni
Survey.

GEOGRAPHIC AREAS

Tribal Colleges are located in Arizona, California,
Kansas, Michigan, Minnesota, Montana,
Nebraska, New Mexico, North Dakota, South
Dakota, Washington and Wisconsin.

CONTACT INFORMATION

Research and Program Contacts

Jeffrey Hamlin, Director of Research
American Indian Higher Education Consortium
(AIHEC)

121 Oronoco Street

Alexandria, VA 22314

Phone: 703.838.0400 Fax: 703.838.0388

www.aihec.org

Alisa Federico Cunningham, Director of Research
The Institute for Higher Education Policy

1320 19th Street NW, Suite 400

Washington, DC 20036

Phone: 202.861.8223 Fax: 202.861.9307
www.ihep.com

alisa@ihep.com

American Indian College Fund

8333 Greenwood Blvd.

Denver, CO 80221

Phone: 303.426.8900 Fax: 303.426.1200

www.collegefund.org
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Upward Bound

A Summary of:

“The Impacts of Upward Bound: Final
Report for Phase | of the National

4 N
Focus

Early Childhood
Primary School

PR . . Middle School
Evaluation,” Mathematica Policy Research, Inc. v Secondary School
(April 1999) Postsecondary
v'  Extended Learning
(. J
i 4 )
Overview POPULATION

Established by the Higher Education Act (1965), the
Upward Bound (UB) program isone of thelargest
federally funded college access programsin the
country, other than financial aid and scholarship
programs. 1n 1999, 44,000 students participated in
563 sites across the country. At least two-thirds of
UB participants at each site must be both low-
income and potential first-generation college
students, and the primary goal of the program isto
prepare these studentsfor college. Students enter
the programintheir first or second year of high
school and may continue to participate through the
summer after high school graduation. UB offers
tutoring and counseling during the school year and a
six-week academic program, whichisoften held at a
two or four-year college, during the summer. [UB

Nationally, the three largest racial/ethnic groups
of youth involved in UB are African Americans
(50%), Latinos (22%), and whites (21%).
Native Americans and Asian Americans also
participate. Less than one-third (29%) of
Upward Bound applicants are males. The
study focused on representative sample of 67
randomly selected project sites across the
country and included approximately 1,500
program participants, the majority of whom
\(82%) came from low-income families.

J
isone of five TRIO programs funded by TitleIV of
the Higher Education Act. Theothersare: Talent
Search, Educational Opportunity Centers, Student
Support Services and the Ronald E. McNair Post-
Baccalaureate Achievement Program.]

Key Findings

Findings from this eval uation of Upward Bound
were mixed with small and inconsistent impact for
studentsoverall, but larger, consistently positive
impacts for students who entered the program with
low educational expectations. (All findingsreported
aresignificant at the 0.1 level).

A comparison of UB studentsto acontrol group
found that the program partici pants:

¢ Earned morenon-remedial high school creditsin
math (0.2 credits).

+ Weremorelikely toreceivefinancial aidto
attend college (33% vs. 30%).

* Earned morenon-remedial credits at
postsecondary institutions (6.8 vs. 5.7).

+ Weremorelikely to remainin school (35% vs.
28%).

However, when compared to non-participants, UB
participantshad similar:

¢ Cumulative GPAS.
¢ Enrollment in postsecondary institutions (two or

four-year college or vocational /technical
schoals).
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When researchers analyzed the two groups
according to race/ethnicity, they found that:

+ Latino UB youth completed 10% more high
school creditsthan Latinosin the control group.
They were also lesslikely to drop out of school
and morelikely to earn non-remedial creditsin
four-year colleges.

+ African American UB youth earned 16% more
Advanced Placement creditsthan their peersin
the control group, and they earned fewer credits
inremedial courseswhile attending two-year
colleges. The program had no impact on overall
numbers of credits taken or drop out rates.

+ White UB youth earned 10% more high school
creditsthan their peersin the control group.
They were also lesslikely to drop out of school,
and they earned lessremedial credit in college.

Thelower the expectation to attend college prior to
joining the program, the more significant theresults.
When compared to asimilar control group, UB
students who had entered the program with low
expectationsto attend college:

+ Earned about three more high school credits
(mostly in sciencesand social studies)

+  Weremorelikely to graduate from high school
(65% vs. 52%)

+  Were 12% morelikely to attend four-year
colleges

+ Earned about seven more creditsin four-year
colleges

When compared to malesin the control group, UB
mal e participants (of every race and ethnicity):

173

+ Earned two more high school creditsand four
more creditsat four year colleges

+  Werelesslikely to drop out of school

+  Weremorelikely to attend ahighly selective
four-year college

For other subgroups, the program had the following
effect:

+ Girlstook fewer remedial classesthan their
peersinthe control group when attending two-
year colleges, but otherwise UB had little
impact on high school graduation and college
accessfor girls.

+ L ow-income students earned threetimes more
Advanced Placement credits and wereless
likely to dropout of high school than peers
outside of the program.

¢ Students participating in the program for more
than one year were 14% morelikely to attend a
four-year college and earn five more college
creditsthan students who stayed in the program
for lessthan one year.

Students had the opportunity to participatein
Upward Bound for all four years of high school, but
35% left the program during the first year and an
additional 20% drop out of the program before the
end of their senior year in high school. The average
length of timein the program was 19 months.

Studentswho participated through their senior year
reaped the greatest benefitsfrom UB. About 85%
of the studentswho remained in UB their senior
year enrolledin collegethefall after they graduated
from high school, and approximately two-thirds of
these studentsenrolled in four-year colleges.
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Program Components

Upward Bound isayear-round academic
enrichment program for disadvantaged students
(grades 9-12) that includes counseling, after school
classesduring the year, and intensive summer
programs.

+ During the school year, UB staff provide
weekly, academic support for program
participantsthrough high school visits, tutoring
and mentoring relationships.

Raising Minority Academic Achievement

+ After school, UB participants can take advantage
of highleve coursesusually taught at nearby two-
and four-year colleges, but sometimesheldat a
high school or community-based organization.

The summer programs, often hosted by two- and
four-year colleges, provideintensive academic
training with classesin math, the sciences, arts,
literature, and other subjects. The summer
programs run six weeks, and they provide UB
participantsavision of the possibilitiesand promises
of higher education.

Contributing Factors

Challenging Academic Environment

The advanced academic coursework after school
and during the summer programsis comparableto
college preparatory programs enjoyed by more
advantaged students. Exposureto collegelevel
work on college campuses gives disadvantaged
studentsavision of themsel ves undertaking and
succeeding in postsecondary education.

Student-Centered I nitiative

Rather than focusing on reforming an entire school
or intervening in the families and communities of
young people, UB focuses on raising the academic
achievement of each individual student.

Student Commitment

The benefits of the program were greatest for
students who committed to the program for all four
years of high school, but not all students could
commit for that long. Many left the programin
order to get jobs or because transportation to
program siteswas unavailable.

Evaluator Comments

Evaluators argued that since the impact of the
program on students entering with lower
expectationswas consistently positive acrossarange
of achievement outcomes, UB might be more
effectiveif studentswith lower educational
expectations and poorer academic recordswere
recruited in greater numbers by, for instance,
targeting ninth graderswith C and D averages.

To address the high program dropout rate of

partici pants seeking paid employment, evaluators
suggest that UB provide“ employment opportunities
that complement the design and curriculum” of the

program.
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STUDY METHODOLOGY

Mathematica researchers examined longitudinal
survey data from a group of program applicants
who were randomly assigned to participate in
either the program (1,479 UB participants) or a
control group (1,320 members). The groups were
selected during the 1992-93 and 1994-95 school
years. The almost 3,000 youth in the study came
from a sample of 67 UB sites, also randomly
selected. The groups were subdivided into
subgroups according to gender, race/ethnicity,
expectation to attend college, low-income and
potential first generation of college student.
These youth filled out baseline questionnaires
between 1992 and 1994, and follow up surveys in
1994 and 1996. Researchers also collected high
school and (when available) college transcripts,
as well as project staff evaluations of students.
This was an interim report of a longitudinal study,
so most of the participants had completed high
school, but few were of an age to have finished
college. Findings are most reliable with regard to
high school outcomes. Future studies will report
more accurate data on postsecondary
achievement.

EVALUATION & PROGRAM FUNDING
The U.S. Department of Education conducted
and funded the evaluation. The program is
funded by the federal government under the
Higher Education Act.

GEOGRAPHIC AREAS

UB sites are located in all fifty states and the
District of Columbia. Mathematica did not indicate
the location of specific sites examined for the
evaluation.

CONTACT INFORMATION
Research Contacts

Allen Schirm and David Myers
Mathematica Policy Research, Inc.
600 Maryland Avenue, SW, Suite 550
Washington, DC 20024-2512
202.484.9220
www.mathematica-mpr.com

dmyers@mathematica-mpr.com

David Goodwin

U.S. Department of Education

Planning and Evaluation Services

400 Maryland Avenue, SW, Room 6W306
Washington, DC 20202
www.ed.gov/offices/OUS/
David_Goodwin@ed.gov

~
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Urban Elementary Schools

A Summary of:

“Hope for Urban Education: A Study of
Nine High-Performing, High-Poverty, Urban

4 N
Focus

Early Childhood
v' Primary School

Middle School
Elementary Schools” (1999) U.S. Department Secondary School
of Education — Office of the Undersecretary. Postsecondary
Joseph F. Johnson, Jr. and Rose Asera, eds. L v’ Extended Learning y
Overview 4 A
POPULATION

The research focused on nine urban elementary
schoolsthat served studentswho evaluators
referred to as*“children of color in poor
communities.” All 9 of the schoolshave used Title
I, school-wide programs. In addition, all the
schoolswerelocated in urban areas and did not
have selective admissions policies. Only two of the
schools used nationally known, comprehensive
school reform models; one used the A ccelerated
School Program and another used Successfor All.
The evaluators chose to write case studies about
these school s because they had achieved resultson
state assessments of reading and mathematics that
exceeded theaveragefor al schoolsin their
respective states.

Student demographics varied. At 6 of the 9
schools, most students were African American,
at one school most students were Latino and at
another, most were Asian. The majority of the
students qualified for free or reduced-price
lunch; in 7 of the schools, at least 80% of the
students met low-income criteria. Enroliments
ranged from 283 students at Baldwin
Elementary, in Boston, to 1,171 at Goodale
Elementary in Detroit. Three of the schools had
more than 500 students. Although all of the
schools served elementary grades, they had
different grade level configurations, starting as
early as pre-kindergarten and ending as late as

eighth grade.
L gntng

Key Findings

+ A school that successfully closed awide gap
between minority students' test scoresand
other students’ test scores was Lora B. Peck
Elementary School in Houston. In 1995, no
L atino students passed the writing section of
Texas Assessment of Academic Skills(TAAS)
whilefewer than onein five African American
students passed it. In contrast, in 1998, at least
90% of each population group — African
American, Latino, white and economically
disadvantaged students — passed each section
of the test.

+ Another school successful in closing the gap
was Baskin Elementary School in San Antonio.
In 1994, 81.3% of white students achieved the
passing standard in reading onthe TAASwhile

“ The true catalyst was the strong desire of
educator s to ensure the academic success of
the children they served.”

— Joseph F. Johnson, et a., evaluators

the percentage of African American students
achieving the same standard was 56.3
percentage points|ower. By contrast, four years
later, at least 90% of all students, 90% of
African American students, 90% of Latino
students and 90% of |ow-income students
passed the reading, writing and mathematics
sections of the test.

+ |n 1995, at Burgess Elementary School in
Atlanta (where 99% of the student body is
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African American), 29% of studentsin grades 4
1-5were scoring above the national normin
reading and 34% abovethe national normin
mathematics on the lowa Test of Basic Skills
(ITBS). By 1998, 64% of studentsin grades
1-5 scored above the national norm in reading
while 72% scored above the national normin

math.

At Baldwin Elementary in Boston, from 1996 to
1998, students’ Stanford-9 mathematicsand
reading scoresimproved substantially, with
achievement shiftingfrom Levels1 & 2 (littleor
no mastery of basic knowledge and skillsto
partial mastery) to Levels3 & 4 (solid academic
performance and superior performance beyond
gradeleve).

-

~
Percentage of Centerville Elementary Students

Meeting or Exceeding State's |GAP Goals for
Grade Three

100%
80%
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40%
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Reading Math Writing

. Centerville . District |:| State
J

Atthethird-gradelevel, agreater percentage of
Centerville Elementary students met or
exceeded statewide performance goasfor
reading and mathematics as measured by the
[1linois Goal Assessment Program that took
studentsthroughout Illinois. One hundred
percent of third graderstested, met or exceeded
state goal sin mathematics (see graph).

*

In Detroit, students at Goodal e Elementary once
performed below the state average and in 1998
scored aboveit on the Michigan Educational
Assessment Program (MEAP). In 1993-94,
22.4% of students scored satisfactorily on
MEAP, compared with 43.6% statewide; in
1997-98, 65% did, compared with 58.6%
statewide. Similarly, studentsat the Gladys
Noon Spellman Elementary School in Cheverly,
MD improved considerably on the Maryland
State Performance Assessment Programin

*

reading between 1994-1998. In 1994, 17% of
third-graders scored at or above the satisfactory
level. By 1998, 69% did, compared with 41.6%
statewide.

One hundred percent of studentsin third grade
at Hawley Elementary School in Milwaukee
passed the Wisconsin Reading Comprehension
Test in 1998, compared with 25% passing
throughout Milwaukee public schools.

Students at James Ward Elementary School in
Chicago have shown long-term progressin
achievement on the ITBS. In 1991, the
percentage of Ward students scoring at or above
the 50" percentile on the ITBS reading
assessment was 18.9% while it was 42.6% on
math. In spring of 1998, 51.2% of Ward
students scored at or above the 50" percentile
in reading while more than 63% scored at or
above the 50" percentilein math.
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Program Components

Thesewereall public schoolsthat used federal Title
| dollarsto create Title | school-wideprograms. They
pooled al of their resourcesto improve achievement
throughout the entire school instead of targeting federal
resourcesto only thosechildrenwho met digibility
criteriabased onfinancia need. Though achievement-
boostinginitiativesvaried from school-to-schoal, there
were some common components:

+ Avidbleandatainable, initid goa helped schools
movetoward broader, more ambitiousgoals.

+ A senseof responsibility wasfostered among
studentsfor appropriate behavior, cutting down
on time spent with discipline and enhancing
instructional time.

+ Theuseof datahel ped schoolstoidentify,
acknowledgeand celebrate strengthswhile
focusing attention and resources on areas of need.

+ Instruction wasaligned to the standards and
assessments required by the state and/or the
school district.

Raising Minority Academic Achievement
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“ Even though there are far too many well-

documented stories of intellectually vapid
schools that perpetuate cycles of poverty
and further limit the life choices of
children, there are some urban schools
that are giving new life to their
communities and transforming the futures
of the children they serve.”

— Joseph F. Johnson, et al., evaluators
[ J

+ Professional development for teacherswas
added in tandem with school-wide or curriculum
changes. School |eaders made sure that
teachersfelt like they had adequate materials,
equipment and training.

+ Confidence and respect of parentswas pursued
by educators, primarily by improving the
achievement of students.

Contributing Factors

I nstructional Coaching

Principal stended to spend alarge percentage of
their timein the classrooms observing teachers,
reinforcing good teaching techniquesand helping to
improveinstruction. Some schools created anew
“ingtructional guide” podition, separatefrom other
adminigtrative positions. Instructiona guidesprovided
instructional coaching and support for teachers.

Clear Accountability

The schools created “ clear, measurable and rigorous
school accountability provisions,” observed the
evaluators. A focuson adequate yearly progress,
they added, wasinsufficient.

Capacity-Building Strategies
States and districts set high expectations for the
schools but also provided adequate support for

them to meet these expectations. One of the
most important supports was time for school
personnel to align instruction to standards and
assessments.

High Quality Training

Principalsand school decision-making committees
had high quality training that helped them use
datato focus resources on critical areas of
instructional need.

Extended Learning Time

The schools had resources that enabled them to
increase the quantity of time availablefor
instruction. The evaluators cited after-school
programs, “ Saturday Schools” and extended-year
programs as important vehiclesfor ensuring that
students met challenging standards.

American Youth Policy Forum



Raising Minority Academic Achievement

179

STUDY METHODOLOGY

Teams of researchers made two-day visits to all 9
schools during which they interviewed campus
and district administrators, teachers, parents and
other school personnel. They also observed
classrooms, hallways, playgrounds and various
meetings. Finally, they reviewed various school
documents and achievement data.

EVALUATION & PROGRAM FUNDING
The U.S. Department of Education funded the
evaluation. The schools were all public schools
that used federal Title | dollars to create Title |
school-wide programs.

GEOGRAPHIC AREAS

The high-performing, urban schools selected

were: Harriet A. Baldwin School, Boston, MA;
Baskin Elementary School, San Antonio, TX;

Burgess Elementary School, Atlanta, GA;
Centerville Elementary School, East St. Louis, IL;
Goodale Elementary School, Detroit, MI; Hawley
Environmental Elementary School, Milwaukee,
WI; Lora B. Peck Elementary School, Houston,
TX; Gladys Noon Spellman Elementary School,
Cheverly, MD and James Ward Elementary
School, Chicago, IL.

CONTACT INFORMATION
Research Contacts

Mary Ragland

The Charles A Dana Center

The University of Texas at Austin
2901 North IH-35, Suite 2.200
Austin, TX 78722-2348

Phone: 512.471.6190
Fax:512.471.6193

mragland@mail.utexas.edu

PROGRAM CONTACTS
William Batchelor, Principal
Goodale Elementary School
9835 Dickerson St

Detroit, MI 48213

Phone: 313.852.8500

Lora B. Peck

5130 ArvillaLn

Burnett Butler, Principal
Centerville Elementary School
3429 Camp Jackson Rd
East St Louis, IL 62206

Phone: 618.332.3727 Milwaukee, WI

LaWanna Goodwin, Principal
Elementary School

Houston, TX 77021
Phone: 713.845.7463

Robert Helminiak, Principal
Hawley Environmental
Elementary School

5610 W Wisconsin Ave

Janet Lopez, Principal
Gladys Noon Spellman
Elementary School
3324 64th Ave
Cheverly, MD 20785
Phone: 301.925.1944

Carmen Payne, Principal
Baskin Elementary School
630 Crestview Dr

San Antonio, TX 78201

53213 Phone: 210.735.5921

Phone: 414.475.7096

Gwendolyn Carter, Principal
Burgess Elementary School
480 Clifton St SE

Atlanta, GA 30316

Phone: 404.371.4853

Suzanne Lee, Principal
Harriet A. Baldwin School
121 Corey Road
Brighton, MA 02135
Phone: 617.635.8460

Sharon Wilcher, Principal
James Ward Elementary
School

2701 S Shields Ave
Chicago, IL 60616
Phone: 773.534.9050

~
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Vouchers

A Summary of:

“Test Score Effects of School Vouchers in
Dayton, Ohio, New York City, and
Washington, D.C.. Evidence from
Randomized Field Trials” (August 2000)
Prepared for the annual meetings of the American
Political Science Association. By William G.
Howell, Patrik J. Wolf, Paul E. Peterson and David
E. Campbell.

“The Effect of School Vouchers on Student

Achievement: A Response to Critics”
Program on Education Policy and Governance,
Harvard University. By William G. Howell, Patrik J.
Wolf, Paul E. Peterson and David E. Campbell.

Focus
Early Childhood
Primary School
Middle School
Secondary School
Postsecondary

Extended Learning
- J

SSS

Overview

Vouchersaretuition subsidiesfor studentsin public
school s seeking to attend private schoolsand for
studentsalready in private schools. Voucher
programs may be publicly or privately funded. The
evaluation (and the responseto critics) concentrate
on three voucher initiatives: the School Choice
Scholarships Foundation (SCSF) in New York City,
Parents Advancing Choicein Education (PACE)
program in Dayton, OH and Washington
Scholarship Fund (WSF) program in Washington,
DC. With similar designs, these voucher programs
were privately funded, focused on students from
low-income families (most of whom lived within the
central city) and provided partial tuition ($1400-
$1700 per year) which the family was expected to
supplement from other resources.

-
POPULATION

All three of the voucher programs awarded
scholarships by lottery to students from low-
income families. The evaluation focused on
students entering grades 2 to 5 in New York City
and grades 2-8 in Washington, D.C. and Ohio.
For all three programs, the ethnic split of the
populations generally reflected the demographics
of the area’s low-income population at large. For
example:

¢ 0Of 1,300 students who received vouchers in
New York City through SCSF and
participated in the second-year evaluation,

42% were African American, 51% Latino and

5% white.

¢ Of515 students who received vouchers in

Dayton through PACE and participated in the

second-year evaluation, 74% were African
American, 24% white, and 2% Latino.

+ 0Of 1,000 students who received vouchers in
Washington, DC through WSF and
participated in the second-year evaluation,
95% were African American, 4% Latino and
1% white.

J
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Key Findings

The goal of the evaluation was to measure test-
score effects of school voucherswith afocus on
differing resultsamong ethnic groups. Resultsare
givenin National Percentile Ranking (NPR). When
voucher students were compared to amatched
group of studentswho attended public schools,
evaluatorsfound that:

+ Inthethreecitiestaken together, the average
overall test score performance of African
American voucher studentswas, after two
years, 6.3 NPR points higher than the
performance of the control group (acut of
approximately onethird of the test score gap
between African Americansand white students
nationwide). Thedifferenceissignificant at the
.05level.

+ Ineachcity, for African American voucher
students, the differencein test performance
after two yearswas statistically significant, but
resultsvaried in each city. Thedifferencefor
African American voucher studentsin New
York city was 4.3 NPR points higher, in Ohio
the difference was 6.5 NPR points higher and in
Washington, D.C., 9.0 NPR points higher.t

+  When controlling for family background
(employment status, welfare recipient, family
size, and mother’s education), the difference
between voucher and non-voucher studentsin

“ The average impact across the three sites may
provide a reasonabl e estimate of the likely
initial impact of a school voucher initiative
elsewhere.”

—Howell, et al.
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4 N\
Test Score Differences Among African

Americans and All Other Ethnic Groups
After Two Years, By City, Among Students
Who Received Vouchers Compared To

10 Those Who Did Not

New York

Dayton Washington

. African American Students
. All Other Ethnic Groups

Difference in National Percentile Ranking (NPR) Points Among
Students Who Received Vouchers

G )

Daytonisnot significant, the differencein New
York City issignificant at the 0.1 level, but that
in Washington D.C. issignificant at the 0.01
level (“The Effect of School Vouchers”).

+ InDC, after oneyear, older African American
voucher studentstrailed their public school
peersin overall test performance by 9.0 points.
But by the end of two years, this older group of
African American students had combined test
score performancesthat were 8.1 percentile
points higher than those of a control group.

+ Nodtatistically significant effects, either positive
or negative, were observed for voucher students
from other ethnic groups.

1 A study of school vouchers in New York by Mathematica
reveals that the majority of the significant gains for African
American voucher recipients occur in sixth grade. It is
unclear why the impact is so strong for this age group and
not others. “ School Choice in New York City After Two
Years. An Evaluation of the School Choice Scholarship
Program” (August 2000) Mathematica Policy Research,
Inc. (MPR# 8404-036). By David Myers, Paul Peterson,
Daniel Mayor, Julia Chou, and William G. Howell.
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Program Components

SCSF: In early 1997 SCSF provided 1,300
scholarships, worth up to $1,400 annually for three
yearsto children from low-incomefamilies currently
attending public schools. The scholarship could be
applied toward the cost of attending aprivate
school, either religious or secular. To be eligible
for ascholarship, children had to be entering
grades1to 5, livein New York City, attend a
public school and come from familieswith incomes
low enough to qualify for the U.S. government’s
free school lunch program.

PACE: For the 1998-99 school year, PACE offered
scholarshipsfor four yearsto 515 students who
werein public schools and 250 students who were
already enrolled in private schools. Studentswho
werefrom low-incomefamiliesand who were
entering gradesK-12 qualified. The maximum
award was a $1,200 annual voucher guaranteed for
four years.

WSF: After alargeinfusion of philanthropic funds
in October 1997, WSF expanded an existing
voucher program to offer more than 1,000
scholarships, with amajority going to students not
previously inaprivate school. To qualify, applicants
had to be entering grades K-8 infall 1998. WSF
awarded recipients, from familieswithincomesat or

Raising Minority Academic Achievement

below the poverty line, vouchersthat equaled 60%
of tuition or $1,700, whichever was | ess. Recipients
from familieswith incomes abovethe poverty line
received smaller scholarships.

Thethree voucher programs eval uated shared some
key components.

+ All focused on studentsfrom low-income
familieswho lived in the central city, and all
offered partia tuition scholarships.

+ Alottery system decided thefinal scholarship
recipientsafter initia eigibility was determined,
giving each family an equal chanceto be chosen.
All three programs had hundredsmorefamilies
apply for vouchersthan could be awarded.

+ Voucherscould be used to attend any private
school within the metropolitan area.

+ All three of the voucher programswere
privately funded.

+ Most voucher recipients had to supplement the
voucher fundswith their own money or other
scholarshipsto meet the private school tuition
costs.

Contributing Factors

The evaluators acknowledge that they have yet to
determine which specific factors could haveled to
the positive outcomethey found for African
American studentswho switched from publicto
private school. But the evaluators, aswell as others
researching voucher programs, have theorized that
the following factors may have contributed to the
achievement gains:

+ Classroom Environment: Parents of voucher
recipientsbelieved that classesin private
schoolshad less cheating, fighting, property
destruction, racial conflict, truancy and
absenteeism.

+  Peer Groups: Evaluators allowed that positive
peer influences could have contributed to the
increased achievement, but their research did
not prove or disprovethishypothesis.

American Youth Policy Forum



Raising Minority Academic Achievement 183
~
STUDY METHODOLOGY GEOGRAPHIC AREAS
The evaluator used randomized field trials, using SCSF was in New York City, PACE was in
the students who had applied for vouchers but did Dayton, OH and WSF was in Washington, DC.
not win the lottery system as a control group. Voucher programs are in place in other states
Vouchers were provided to students who attended across the nation as well.
both public and private schools, but the evaluation
included only those students who were attending CONTACT INFORMATION
public schools. Students entering the lottery had  Research Contacts
similar academic achievement as tested by the Paul Peterson, Research Associate
lowa Test of Basic Skills. Families of voucher Program on Education Po||cy and Governance
students in New York and D.C. had hlgher Kennedy School of Government
incomes than the families of non-voucher 79 J.F. Kennedy St.
students. The opposite was true in Dayton. Harvard University
Differences between voucher and non-voucher Cambridge, MA 02138
groups were mathematically adjusted. Each Phone: 617.495.7976 Fax: 617.496.4428
student was given an NPR score in math and http://data.fas.harvard.edu/pepg/
reading that may vary between 0 and 100. ppeterso@latte.harvard.edu
Nationwide, median student performance is 50.
Results are reported for math, reading and a Program Contacts
combined score that is the average of the math School Choice Scholarships Foundation
and reading scores. 730 5™ Avenue, 9" Floor
New York, NY 10019
EVALUATION & PROGRAM FUNDING
The evaluation was funded by grants from the T. J. Wallace
following foundations: Achelis Foundation, Parents Advancing Choice in Education
Bodman Foundation, Lynde and Harry Bradley 6450 Sand Lake Road, Suite 100
Foundation, William Donner Foundation, Thomas  Dayton, OH 45414
B. Fordham Foundation, Milton and Rose D. Phone: 937.264.4800
Friedman Foundation, John M. Olin Foundation,
David and Lucile Packard Foundation, Smith- Danny Labry, Executive Director
Richardson Foundation, Spencer Foundationand Washington Scholarship Fund
Walton Family Foundation. The voucher 1133 15th St NW # 550
programs considered in the evaluation are all Washington, DC 20005
privately funded. Phone: 202.293.5560 Fax: 202.293.7893
www.wsf-dc.org
J
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Glossary

American College Test (ACT): A standardized

examination first created in 1959 by the American
College Testing Program and used primarily by
schools in the Midwest and West to determine
student readiness for postsecondary education. The
ACT includes 215 multiple choice questions,
focusing on four subject areas: English, mathematics,
reading, and science. Composite scores range from
0 to 36. Approximately 40% of high school seniors
in the United States take the ACT.

Advanced Placement (AP): College-level academic

courses taken during high school that confer
college credit if students pass standardized
examinations at the end of the courses.

After-School Programs: Programs run by schools

and/or community based organizations that provide
recreational and learning activities for students
after the end of the regular school day (usually
from about 3:00 PM to 6:00 PM) or on the
weekends. Some of these programs are supported
through federal 21% Century Community Learning
Center legislation. The legislation defines a
community learning center as “an entity within a
public elementary, middle or secondary school
building that (1) provides educational,
recreational, health, and social service programs
for residents of all ages within alocal community,
and (2) is operated by alocal educational agency
(LEA) in conjunction with local governmental
agencies, businesses, vocational education
programs, ingtitutions of higher education,
community colleges, and cultural, recreational,
and other community and human service entities.”

Alignment: Matching the skills and knowledge

imparted by school or program curricula with the
reguirements of state standards and tests as well as
the demands of postsecondary education and
employment.

Applied Curriculum: A course of study that uses

real-world problem solving assignments to teach
theoretical concepts and academic skills.

California Achievement Test (CAT): A series of
norm-referenced standardized tests used across
the country to measure academic achievement of

elementary, middle, and high school studentsin six

subject areas: reading, language, spelling,
mathematics, study skills, and science. Percentile
scores are reported rather than raw scores.

Comparison Group: An existing collection of
individuals, similar enough to the treatment group,
but who do not participate in the program or
initiative being studied and whose achievement is

measured against the treatment group to assess the
intervention’s effectiveness. For instance, a group

of students in the same school but whose class
does not participate in a determined program.
Comparison groups are identified, but not created,
by the researcher. Comparison groups are not as
rigorous as Control Groups. See also Control

Group, Experimental Design, Treatment Group and

Matched Comparison/Control Group.

Control Group: A group of individuals who come

from the same pool as the treatment group, but are
assigned, preferentially through random processes

(such as alottery) not to receive the program or
intervention and whose achievement is measured
against that of the treatment group. Control

groups are created by the researcher as part of the

experimental design. See also Comparison Group,

Experimental Design, Treatment Group and
Matched Comparison/Control Group.

Correlation Coefficient:
extent to which two sets of data are related or a

measure of the relationship between two variables.

Correlation does not imply a causal relationship.
It simply indicates whether two variables (such as
grades and attendance) are related.

Criterion-Referenced Test: A test that measures

student achievement in relation to established skill

and/or content standards rather than against the
performance of other students (as in norm-
referenced tests).
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Effect Size: A measure of the impact of an initiative National Assessment of Educational Progress

based on the difference between the mean scores
of the treatment and comparison/control groups
and the spread (or standard deviation) of each
group’s scores. See also Standard Deviation.

Experimental Design: The design of an evaluation

study that randomly assigns students to treatment
and control groups and holds all other factors or
variables (e.g. socio-economic, demographic,
environmental, etc.) constant as the students go
through the education process so that the
differences between the two groups can be
attributed to the treatment employed (in
educational research, the treatment is the program
or school initiative).

High-Stakes Tests: Examinations that imply

consequences for the future educational trajectory
of students, teachers, principals, and schools. For
students, failure carries penalties, such as not
advancing to the next grade level or graduating,
regardless of other measures of achievement. For
schools, high failure rates might mean district
take-over or revoked accreditation.

lowa Test of Basic Skills (ITBS): A norm-

referenced, standardized test used across the
country to measure aptitude and achievement of
students in grades K-8 in several areas: listening,
word analysis, vocabulary, reading,
comprehension, language skills, mathematics,
social studies and science. Percentile scores are
reported rather than raw scores. The Riverside
Publishing Company, a subsidiary of Houghton
Mifflin, publishesthe ITBS.

Longitudinal Research: Evaluation that measures the

effect of a program or school initiative on one
group of students at different points over time.
This entails tracking students' achievement while
they participate in an initiative and for a number of
years after they exit.

Matched Comparison/Control Group: A

comparison or control group where students are
similar (matched) to the treatment group in
variables that are important for the research, such
as race/ethnicity, age, gender, income level and
academic level. The comparisonswill be valid and
generalizable only when the two groups
(comparison or control and treatment groups) are
similar or matched.

(NAEP): Also called “the Nation’s Report Card,”
NAEP was begun in 1969 as a continuous
assessment of student knowledge and achievement
in eight subject areas: reading, mathematics,
science, writing, U.S. history, civics, geography,
and the arts. A national sample of studentsin
grades 4, 8 and 12 take NAEP tests. NAEP is
mandated by Congress and funded through the
National Center for Education Statistics in the
U.S. Department of Education. Scores are
reported for race/ethnicity and other subgroups of
students nationally and by state but not for
individual students or schools.

Normal Curve Equivalent (NCE): A standardized

scale of scores developed by the U.S. Department
of Education that allows comparison between
different types of tests and different groups of
students taking the same test. NCE scores have a
normal curve distribution with a mean of 50 and
standard deviation of 21.

Norm-Referenced Test: A test that measures the

performance of individuals against the mean
performance of the other students taking the test
rather than against a set of skill or content
standards. Scores on norm-referenced tests are
relative and usually reported as percentiles. (See
also Criterion-Referenced tests.)

Percentile: The standing of an individual in relation

to alarger group of students taking the same test
(e.g., a student scoring at the 75" percentile
scored higher than 75% of the students taking the
test, but did not necessarily get % of the answers
on the test correct). [Percentiles are values that
divide a sample of datainto one hundred groups
containing equal numbers of observations. For
example, 50% of the data values lie below the 50th
percentile.]

Sample Size: The number of studentsincluded in an

experiment or evaluation, usually smaller than the
total number of students participating in the
program or school initiative but large enough to
represent the entire group.

Scholastic Aptitude Test (SAT): A standardized

examination first developed by the College Board
in 1926 to determine student readiness for
postsecondary education. Today, the SAT focuses
on two subject areas, measuring verbal and
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mathematical ability. It is one of the most popular
tests used by college admissions officials (in
conjunction with other application materials) to
determine whether to accept prospective students.
Scores range from 200 points to 800 points on the
Verbal and Mathematics sections of the test with a
maximum potential score of 1600. Approximately
40% of high school seniors in the United States
takethe SAT.

Small Learning Communities: The organization of a

school or youth program that is small enough to
allow for personalized attention by staff and
teachers for each student. The U.S. Department of
Education supports small learning communities
through Part A of Title X of the Elementary and
Secondary Education Act (ESEA), which provides
grants to implement career academies, schools-
within-schools, mentoring, career clusters and
other strategies to restructure large schools.

Standard Deviation: Standard deviation is a measure

of the spread or dispersion of a set of data. The
more widely the values are spread out, the larger
the standard deviation. For example, if a group of
students was given two exams and their scores
varied from 30 to 98 on the first exam and from
80 to 98 on the second exam, the standard
deviation is larger for the first exam.

Stanford-9 (SAT-9): A norm-referenced,
standardized test used in schools nationwide to
measure student achievement in grades K-12. For
elementary and middle school students, the test
focuses on vocabulary, reading, writing, spelling,
and math. The subject areas for high school
students are reading, writing, history/social
science, math, and science. The Harcourt Brace
Educational Measurement division publishes the
SAT-9. Percentile scores are reported rather than
raw Scores.

Texas Assessment of Academic Skills (TAAS): A
criterion-reference test administered annually by
the Texas Education Agency that measures student
achievement in reading and math (for grades 3-8
and 12), in writing (for grades 4, 8, and 12), and in
science and social studies (grade 8). Spanish
language versions are available for grades 3-6.
Texas students must pass the TAAS to graduate
with a high school diploma.

Treatment Group: In education research, thisis the
collection of students who participate in a program
or school initiative. Their attitudes or achievement
outcomes are often measured against control or
comparison groups to determine the effectiveness
of the program or school initiative. See also
Control Group and Comparison Group.

Note: For more information on testing and educational
research terms, see Gerald W. Bracey, “ Thinking About Tests
and Testing: A Short Primer in ‘ Assessment Literacy'”
(Washington: American Youth Policy Forum, 2000).
Available on line at www.aypf.org/BraceyRep.pdf.
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